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ABSTRACT 

Educators have great moral, ethical, and legal 
obligations to create schools where all students can achieve their 
full potential and receive an equal opportunity to succeed in 
society. Central to that goal are principals who act as instructional 
leaders. Drawing upon literature, research, and case studies of 
prir)cipa2.s in practice, the first four of six chapters present a 
clear portrait of the instructional leader. Principals with very 
different communication, management, and personal styles can all be 
strong instructional leaders. Possessing the key qualities of 
resource provider, instructional resource, communicator, and visible 
presence, strong instructional leaders spend a substantially grea-cer 
percentage of time on educational program improvement. Consistent 
with current literature on organizational theory and practice, this 
book emphasizes the importance of the underlying themes and values 
that hold a system together. Additionally, a clinical su:*)ervision 
model r^^quiring the supervisor to observe the principal in action, to 
discuss releva.it issues and provide feedback, and to develop a plan 
for the principalis evaluation is provided. Appended is a zero-base 
job analysis questionnaire, the score sheet and instructions, a 
discussion of administrative job dimensions, a time analysis sheet, 
and a tima summary sheet. (87 references) (KM) 
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Foreword 



A central theme in Instructional Leadership: How Principals Make A 
Difference is that educators have great moral, ethical, and legal obligations 
to create gpod schools— places where all children can achieve their full 
potential and receive an equal opportunity to succeed in society. Central 
to that goal, the authors assert, are principals who act as instructional 
leaders. 

Most of us can easily describe strong, effective principals, but "the 
imagery seems to be more elusive vAien we describe the principal as a 
strong instructional leader." Using the literature, research, and case stud- 
ies of principals in practice, Wilma Smith and Richard Andrews draw a 
clear portrait of the instructional leader that others can emulate. 

Rrom the perspectives of theory and pr; tice. Smith and Andrews 
discuss four key qualities of instructional leaders: resource provider, in- 
structional resource, communicator, and visible presence. They draw on 
research about principal behavior to show that strong instructional leade/s 
spend a substantially greater percentage of time on educational program 
improvement. An important focus of the book is reflective practice, spe- 
cifically reflection on the "core technology of schooling— teaching and 
learning. . . 

The case studies in Chapter 4 show how principals with very different 
communication, management, and personal styles can all be strong instruc- 
tional leaders. Next, the authors describe a supervisiori model that can 
help all principals become better instructional leaders. Consistent with 
current literature on organizational theory and practice, they emphasize 
the importance of the underlying themes and values that hold a system 
together. 

The combination of tlieory and practice in Instructional Leadership: 
How Principals Make A Difference makes it an esp icially valuable guide for 
educators who want to foster instructional leadership in their schools. It 
also contributes directly to ASCD's mission of developing leadership for 
quality in education for all students. 

Patricia C. C(3Nran 
ASCD pRiiSlDKNT, 1989-90 



Preface 



The observations about effective school principals we present in this 
book are based on our experiences in schools as students, teachers, ad- 
n^istrators, and teachers of teachers and adnfiinistrators. Our model for 
improving professional practice of school principals has been developed 
from two streams of inquiry — reflection on what happens daily ii> practice 
and an academic quest fc" understanding based on ideals about what prin- 
cipals should do to improve the learning environment for children. 

At the heart of our work are some fundamenUii notions about what 
school administrators are obliged to do in a compulsory system of school- 
ing. Those of us who become educational leaders assunne enormous obli- 
gations under a compulsory schooling system in a democratic society The 
most important obligation is to build a structure of relationships within 
schools so that all children learn, lb fulfill this obligation, the mos*^ impor- 
tant function of educational leadership is to create good schools. By cre- 
ating good schools, we mean that principals and superintendents use their 
professional knowledge and skills to foster conditions where all children 
can grow to their full potential. 

Much thought has been given to what makes a good school. To have 
a good school, we must attend to the quality of the workplace for teachers. 
This focus makes sense. Intuition alone suggests that teachers who feel 
that their environment enhances their ability to teach will perform at a 
higher level than will teachers who have negative feelings about their work- 
place. Thus, increasing the opportunity for quality teaching in each class- 
room is good, common sense. Doing so will allow us to create good 
schools, and creating good schools is what tliis book is all about. 

Over the past several years, we have reviewed, listened to, and read 
what thousands of parents are saying about their children's schools. When 
these parents enroll their children in the public schools, they believe they're 
turning those children over to the state. And they trust the state. It makes 
little difference whether parents are rich or poor; black, white, Hispanic, 
Native American, or Asian; male or female; whether their children come 
from single-parent or dual-parent homes; whether they walk or drive their 
children to school or put them on a school bus; or whether they're even at 
home when their children leave for school — these parents believe that we 
will give their children equality of ^^nportunity to succeed in cur society 
This trust is our obligation, and more: as professional educators we accept 
enon*ious ethical, moral, and legal responsibilities. 
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Preface 



We agree with John Goodlad that I'^^ch^ng is a moral profession— that 
is, only good things, or the right things, sht ild happen as a result of our 
behavior. It is thus the role of administrators to orchestrate the activities 
of teachers so that good things do Indeed happen in schools. 

We believe that the research started by Rt>n Edmonds in 1979, the 
effective schools movement, suppor 6 the conclusion thai what principals 
and teachers do collectively on a day-to-day basis has a powerful influence 
over the behavior of individual teachers ao thay interact with children in 
their classrooms. And the role that principals play as they interact with 
teachers makes a profound impact on teacher behavior and student learning. 

In this hock we offer the view that the leadership of the school principal 
is critica' to improvbg the workplace for teachers. We focus on constructing 
a definition of instructional leadership that is observable and measurable in 
the school. We began our research on the principalship with the assumption 
that teachers are the best judges of the effectiveness of the principal's 
instructional leadership. Using the literature and the perceptions of t*jach- 
c.rs, we created a definition of instructional leadership and then conducted 
behavioral analyses of what principals do, and we analyzed what we know 
about the validity of principal leadership and children's learning. Fmally, we 
developed a school-based supervision and evaluation model that can be 
used by supervisors of school principals to assess principals as instructional 
leaders, help them understand their strengths and need for growth, and 
assist them in achieving those objectives. It can also be used as a peer 
coaching model for school principals whose supervisors have not imple- 
mented the model. 

The contributions we found most helpful came from school principals 
who allowed us to study their behavior and helped us interpret the literature 
on principal behavior and find meaning in the enormous amount of data we 
gathered. We are grateful to over 1,200 school principals who allowed us 
to int* 'j on their lives and schools so that we could better understand 
the nature of instructional leadership, lb our colleagues — Roger Soder, 
Jackie Hallett, Susan Tonens, Debbie Jean Wing, Jan Reeder, John More- 
field, Louise McKinney Bob Strode, Bob Estes, Helen Mclntrye, Arland 
and Sandy Tangeman, and Dale Bolton, wno have served in various capac- 
ities (subjects, students, critics, confidants, and mentors) — we are deeply 
grateful for your friendship. We are indebted to the Seattle School District 
for providing Its schools as a laboratory in our earh' work, the Bellevue 
and Mercer Island School Districts, and the University of Washington for 
providing feilDe grounds for our ideas to flourish. 

WiLMA K Smith 
Richard L Andkkws 
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The Principal as 
Instructional Leader 



The school principalship has been the subject of hundreds of studies 
over the past 30 years. The central role of the principal has been viewed, 
variously, as building manager, administrator, politician, change agent, 
boundary spanner, and instructional leader. Principal attribut and hy- 
pothesized correlates selected for investigation are in large part derived 
from value stances concerning the relative importance that the researchers 
assigned to these several roles. During the last decade, these stances 
have centered on the principal as instructional leader, accountable for the 
academic achievement of students. Taken collectively, the "effective 
schools'' studies reflect the view that the direct responsibility for improving 
instruction and learning rests in the hands of the school principal. In 
attempts to isolate commonalities among in-school variables, this basic 
approach has been criticized for its emphasis on outlier schools. Studies 
of this type usually examine schools where achievement levels are high for 
all students or where achievement differences between subpopulations of 
students are minimal. 

More recently, the emergence of career-ladder plans, teacher centers, 
and the recommendation of the Carnegie Task Force on Teaching as a 
Profession for ''lead teachers*' suggests there should be a diminuation of 
the principal's role as instructional leader. Discussions of these efforts 
usually reflect a political orientation and a concern for authority and power, 
with either teachers or principals seen as appropr - leaders. Vor the most 
part, such discussions have not included considei a of achievement and 
other school outcome measures. 
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Research from a variety of fields suggests that professionals associate 
the conditions under which they work with job satisfaction. Professionals 
who express positive feelings about their working conditions also appear 
to be more productive workers. More recent school effectiveness research 
has used this finding to focus research efforts on teacher satisfaction with 
the worki^ace and student achievement. This body of research, while less 
voluminous than the earlier outlier eifective schools research, has found a 
powerful association between teachers' satisfaction with their professional 
role as classroom teachers and incremental growth in student academic 
achievement. It has also found that teachers' perception of the school 
principal as an instructional leader is the most powerful determinant of 
teachers' satisfaction with their professional role. 

Improving teacher perceptions of the principal as an instructional 
leader is essential to the reading and mathematics achievement of students, 
particularly among historically low-achieving students (Andrews, Soder, 
and Jacoby 1986; Andrews and Goder 1987; Lezotte and Pasalacqua 1978; 
Glasmaw 1979; AASA 1980). Studies of teachers' perception? of the prin- 
cipal as an instructional leader suggest that many practicing principals are 
instnictional leaders. These studies also suggest, however, that many 
more principals fail t y exJ^ibit day-to-day instructional leadership behavior. 
It we are to improve the quality of schools, we must improve the profes- 
sional practice of school principals, lb do so, it is crucial that we (1) 
understand the meaning of ''instructional leadership"; (2) develop school 
administration programs designed to setect and educate principals who can 
perform such roles; (3) help school districts develop selection processes 
that will ideritify new principals who have tliese capabilities; and (4) imple- 
ment supervision, evaluation, and staff development models that will allow 
quality decisions to be made by school district officials concerning the 
performance of their current corps of principals. 

At the heait of our work to improve the professional practice of school 
principals are some fundamental notions about what school administrators 
are obliged to do in a compulsory system of schooling. Those of us who 
become school principals assume enormous obligations. The most impor- 
tant of these is to build a structure of relationships within the school so 
that all children have the opportunity to learn. To fulfill this obligation, 
school principals must create gnod schools, good schools we mean that 
we use our professional knowledge and skills to create conditions in which 
each cljikl can grow to his or her full potential and all children are given 
equal opportunity to succeed in our society When these conditions are 
present, there is a measurable increase in the academic performance of 
children and at the same time, over time, the differences between groups 
of children (low-income v. affluent, ethnic v. white students) are **educed. 

10^ 
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Reflections on Professional Practice 
of Sr\t- \ Principals 

The importance of professional practice to the function of society has 
been well docuniented. Schon (1983) reminds us that virtually all of soci- 
ety's business is conducted by professionals with special training to provide 
health care, operate businesses, adjudicate lawsr manage cities, design 
and construct buildings, and teach children. We are faced with providing 
leaders who can orcliestrate the talents of these professionals so that 
patients get well, goods are produced, people receive due process, and 
students learn. There are nagging questions about what kind of leadership 
is appropriate and whether that leadership is universal for all types of 
organizations. 

Providing appropriate leadership is an idea as old as civilization itself, 
Socrates, Aristotle, Lao Tzu all puzzled with notions about leadership- 
its function, its meaning, its methods, its value. And recently there has 
been a loss of confidence in all forms of leadership— elected, co;T}orBte, 
civic, religious, and educational. Loss of confidence in school leadership 
has come from a perception that our schools lack quality, that leaderstiip 
ability is low among school principals, and that school leaders are more 
concerned about personal gain than serving the needs of children or soci- 
ety To renew public confidence in school leadertj will require the retention, 
recruitment, training, selection, and evaluation of a corps of school prin- 
cipals who clearly understand the meaning of schooling in a democratic 
society, possess leadership ability, and perforin their professional roles in 
such a n\anner that teachers will commit their considerable energy to 
create good schools. 

Most accept the view that to have a good school we must create a 
qualiiy workplace for teachers and increase the opportunity for quality 
teaching in each classroom. However, the way to create these conditions 
is the subject of much debate. We are troubled by those who argue that 
good sch«)ols will result if we simply restructure them or increase degree 
requirements for teachers or give teachers more control over the curricu- 
lum and their rlass' ooms or turn schools over to teachers and parents to 
run. Powell, Farrar, and Cohen (1985) and Goodlad (1984) suggest that 
the average classroom and its teacher is an island unto itself, rarely in- 
truded upon by a s^^hool administrator for evaluative or improvement pur- 
poses, and that i^^ the way the average teacher in the average school wants 
it to be. If this i' the current condition, what, then, leads us to believe 
that the educate i of all children in those schools would improve if we 
restructure schools so that we take more of our good teachers out of the 
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classroom, or simply turn more of the control of our schools over to 
teachers and parents? 

A thoughtful and promising basis for us to understand how we might 
create more good schools comes from the work of Schon (1983). Schon's 
thesis is that in order for professionals to meet the chaJlenges of their 
work, they need to depend less on what they learned in graduate school 
than what they have learned in practice. Thus, the problem is how to make 
graduate school or the training of principals for professional practice more 
relevant so that when they reflect in practice, the broader framework of 
theory and research are tlie basis of that reflection. Schon's work suggests 
thi ee types of reflective practice: reflection in action, reflection on action, 
and reflection while in action. The first, reflection in actioft, exists when 
the professional reflects about the problem rather than acting impulsively 
The second, reflection on action, exists when the professional thinks crit- 
kally about something that she has already done. The third, reflection while 
in action, suggests a condition in which the professional is on "automatic 
pilot'' with professional routines and engages in critical inquiry about other 
things. 

To understand this third condition, imagine that you're driving a car 
on the highway when something suddenly appears in front of you. You 
immediately, and without conscious thought, maneuver the car to avoid the 
obstacle. You are staitled by the fact that you were not aware of your 
driving but were deep in thought about more important matters. This is 
reflection while in action. Often, the professional is engaged in her profes- 
sional work following well-established routines that are on automatic pibt 
while thinking about other matters. Thoughts about these other matters 
do not disrupt the professional's ability to perform or her subconscious 
thoughts about her professional work. Some of our colleagues believe that 
educational administrators do not engage in reflective practice. We suggest 
otherwise. The average school administrator does not fail to reflect, but 
simply reflects on lesser things than the purpose of schooling and curric- 
ulum and instruction issues. 

To understand reflection on action, consider a debriefing session by a 
high school principal with the coaching staff and members of the. faculty 
after a Friday night ballgame. The entire game can be replayed; critical 
moments can be recalted and views on strategy, good coaching, and ath- 
letes are easily brought into the analysis. Similarly we want to turn the 
reflection of the scliool principal to the core technology of schooling— 
teaching and learning—and achieve the same level of reflection on cumc- 
ulum, program development, and instniction that may well already go on 
with less important or critical matters. Daily routines that attend to the 
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usual matters of schooling must be on automatic pilot, the unconscious 
guide to day-to-day behavioi cf school principals. 

In the fdlo^ving sections, we offer some general notions about leader 
behavior and some underlying assumptions about why principals Jdcus on 
managing the building rather than on instructional leadership issues. We 
conclude with a definition of instructional leadership based on work we 
conducted m over 200 schools with over 2,500 teachers and 1,200 school 
principals. 



Bennis (1984) reminds us that there are four competencies of lead- 
ers — management of meaning, of attention, of trust, and self- 
management. 16 be competent as .n educational leaaer, the individual must 
first be able to manage the meaning of schooling, which means that the 
leader has a clear understanding of the purpose for schools and can manage 
the symbols of the organization toward fulfilling that purpose— -the primary 
theme about which all activity must be organized. Management of attention 
is the educational leader's ability to get teachers to focus and expand their 
energies toward fulfilling the purpose of school; e.g., tliey will use their 
talents to teach children. Management of trust means that lea<lors behave 
in uuch a way that others believe in them and their style of leadership does 
not become an issue. Management of self is simply, "I know who I am; I 
know my strengths and weaknesses. 1 play to my strengths and shore up 
my weaknesses.*' 

Leadership, in the general sense, then, is necessarily constrained by 
the situations in which leadership is displayed. Over the past several years 
we have learned much about leadership in relation to organizational context 
and variables that might affect a leader's effectiveness in different situa- 
tions. There has been far more research on the consequences of leader 
behavior than on the determinants of a leader's behavior. Our understanding 
of these cuxumstances has been constrained by a prevailing view that 
leaders shape organizations, not that organizations shape leaders. 

Three theories have deepened our understanding of how conditions 
shape leader behavior: role, expectar.':y, and adaptive-reactive theory Role 
theorists (Kahn and Rosenthal 1964, Pfeffer and Salancik 1975) suggest 
that the principal's leadership behavior is shaped by the perceptions of how 
other peq)le (the superintendent, other principals, teachers, students, and 
parents) want the leader to behave. The principal's perception of role 
requirements is influenced by prescriptions such a^ job description. Hay- 
to-day requests, and orders and directions ftroiii the superintendent. Role 
expectations of teachers and students are communicated in a more subtle 
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manner; a sensitive principal soon learns to recognize and respond to these 
iole expectations. At times, various people make incompatible demands on 
the principal, creating "role conflicts" (Yukl 1981). In addition to these role 
expectations from other people, the principal's perception of role require- 
ments depends on the nature of the school's mission and tacks. Role 
expectations for the principal are seldom concrete or comprehensive; he 
usually is able to shape his own role over time. 

The second theory is expectancy theory (Nebecker and Mitchell 
1974), which suggests that the principal's behavior can be predicted from 
her expectations about the consequences of the behavior. For example, if 
a principal perceives that keeping a neat, orderly building is more likely to 
win praise, she will keep a neat, oroerly buiWing. If not running a budget 
deficit brings praise, the principal will take great care in the administration 
of the schod budge^ Principals, in other words, choose courses of action 
that they perceive to have a high probability of obtaining the desired out- 
comes. A deficiency of using expectancy theory alone is that it does not 
explain how leaders formulate expectancies or why they value some out- 
comes more than others. 

Finally, the adaptive-reactive school of thought of Osbom and Hunt 
(1975) suggests that principal behavior is a product of larger variables such 
as the structure of the school, centralized versus building-based decision 
making, the school's community and district, and the size of the school. 
The task at hand (e.g., scheduling students, nionitoring the halls) and 
teacher attitudes and traits have some influence on how principals do their 
jobs. The type of school (high school, junior high or middle school, or 
elementary school), whether the school is large or small, and whether the 
school is in a stable or changing community would better predict the 
principal's behavior. The adaptive-reactive theory assumes that the prin- 
cipal adapts to the structure, size, and external environment variables and 
reacts to teacher attitudes and traits. 

When any of these theories are used suigly, research seems to provide 
only modest support for predictions of principal behavior Thken collectively, 
however, the theories seem to provide a good foundation for explaining and 
changing principal behavior. If we want principals to be instructional lead- 
ers, we must develop job descriptions thai are compatible with fulfilling 
such a role, evaluate the performance of the principal on these job dimen- 
sions, educate teachers and parents on the value of such roles, and buffer 
the school from environmental or community forces that would press for a 
different kind of principal behavior There are numerous characteristics and 
associated behaviors and activities that must be planned for and imple- 
mented if principals are to be instructional leaders. 
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Characteristics and Behaviors 
of Instructiunal Leaders 

Observation, comnwn sense, and intuition help us formulate an image 
of a good principal, a strong principal, an effective principal. Such principals 
are often referred to in glowing terms: "runs a tight ship," "sure keeps 
the parents at bay,'' "knows the district inside and out," or "keeps the 
building ship-shape." However, the imageiy seems to be more elusive when 
we describe the principal as a strong instructional leader. 

Defining strong leadership is not a modei i problem. Biographers, 
historians, social scientists, and educational researchers have discussed 
the concept of leadership for decades. Bennis (1984, Bennis and Nanus 
1985) notes that there are more than 350 definitions of leadership recorded 
in the literature. Those definitions include Bennis and Nanus' (1985) sug- 
gestion that strong leaders are able to involve everyone in pursuing a shared 
mission. Thomson (AASA 1983, p. 19) defines leadership as "getting the 
job done through peq)le." Schmuck (1985), using the work of McGregor, 
defines leadership as "inducing followers to act toward goals that represent 
tile values of both the leaders and the followers." 

Various theories have been offered to explain what leaders do, how 
they behave, what attrib;:tes they possess, and how varying situations 
affect styles of leadership (Andrews 1985; McCormack-Larkin 1985; Miller 
1985; Hallenger and Murphy 1985; Goodlad 1984; Dwyer 1984; Cawelti 
1984; Purkey and Smith 1982; Edmonds 1979, 1982; Leithwood and Mont- 
gomery 1982; Wilson 1982; Lilian 1981; Bossert, Dwyen Rowan, and 
Lee 1981; Roe and Drake 1980; Wynne 1980; Rutter, Maughan, Morti- 
more, Outson, and Smith 1979; Brookover 1977). How we define leadership 
of tlie school principal seems to determine the extent to which it is a key 
element in producing an instructionally effective school. 

Several distinctions between more effective and less effective princi- 
pals have consistently emerged from the educational research. For exam- 
ple, Rutherford (1985, p. 32) notes that effective principals: 

(1) have clear, informed visions of what they want their schools to be- 
come—visions that focus on students and their needs; (2) translate these 
visions into goals for their schools and expectations for their teachers, 
students and administrators; (3) continuously monitor progress; and (4) 
intervene in a supportive or correc' ve manner when this seems neces- 
sary 

Hersell and Cookson (1982, p. 22), who reviewed more than 75 re- 
search studie:^, report recurrent behaviorr, that seem to be associated 
with strong principals: (1) demonstrating a commitment to academic goals, 
(2) creating a climate of high expectatioiis, (3) functioning as an instruc- 
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tional leader, (4) being a forceful and dynamic leader, (5) consulting effec- 
tively with others, (6) creating oxder and discipline, (7) marshaling re- 
sources, (8) using time well, and (9) evaluating results. 

Tiken collectively, these lists of characteristics suggest that the prin- 
cipal who is a strong leader functions as a forceful and dynamic professional 
through a variety of personal characterit;tics, including high energy, asser- 
tiveness, ability to assume the initiative, qpenness to new ideas, tderance 
for ambiguity, a sense of humor, analytic ability, and a practical stance 
toward life. The principal who displays strong instructional leadership: 

1. Places priority on curriculum and instruction issues. 

2. Is dedicated to the goals of the school and the school district. 

3. Is able to rally and mobilize resources to accomplish the goals of the 
district and the school. 

4. Creates a climate of high expectations in the school, characterized by 
a tone of respect for teachers, students, parents, and community 

5. Functions as a leader with dii'ect involvement; in mstructional policy by: 

a. communicating with teachers, 

b. supporting and participating in staff development activities, 

c. establishing teaching incentives for tlie use of new instructional 
strategies, and 

d. displaying knowledge of district-adopted curriculum materials. 

6. Continually monitors student progress toward school achievement and 
teacher effectiveness in meeting those goals. Teacher evaluation is: 

a. characterized by frequent classroom visitation, clear evaluation 
criteria, and feedback, and 

b. is used to help students ard teachers improve performance. 

7. Demonstrates commitment to academic goals, shown by the ability to 
devek)p and articulate a clear vision ot bng-term goals for the school, and 
to strong achievement goals that are consistent with district goals and 
priorities. 

8. Effectively consults with others by involving the faculty and other groups 
in school decision processes. 

a. Teachers feel they are genuinely encouraged to exchange ideas. 

b. Effectively functioning coalitions support the operation of the 
school, and conijliituent groups share a commitment to the academic mis- 
sion of the school. 

c. A critical constructive force in the school en^'ourages inquiry and 
change. 
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9. Effectively and efficiently mobilizes resources such as materials, time, 
and support to enable the school and its personnel to most eftectively meet 
academic goals. 

10. Recognizes time as a scarce resource and creates order and discipline 
by minimizing factors, that may disrupt the learning process. 

In their analyses of student achievement outcomes, Andrews aixl 
others found that wFien these behavioral descriptors were used to group 
schods in which teachers perceived their principals to be strong, average, 
or weak instructional leaders, there were significant differences in iticre- 
mental growth in student academic achievement (Andrews and Soder 1985, 
1987a, 1987b; Andrews, Houston, and Soder 1985; Andrews, Soder, and 
Jacoby 1986). Schools operated by principals who were perceived by their 
teachers to b^ strong instructional leaders exhibited significantly greater 
gain scores ii achievement in reading and mathematics than did schods 
qperated by average and weak instructional leaders. These general descrip- 
tors can be organized into four broad areas of strategic interaction between 
the schod principal and teachers: (1) the principal as resource provider, 
(2) the principal as instructional resource, (3) the principal as communi- 
cator, and (4) the principal as visible presence. 

The Principal as Resource Prrwider 

As resource provider, the principal marshals personal, building, dis- 
trict, and community resources to achieve the vision and goals of tne 
school. Personnel in the school are assigned with careful consideration for 
their strengths in content and personal skills. Personnel outside of the 
school are drawn in to help staff solve instructional problems and capitalize 
on opportunities. Materials appropriate for the curriculum are provided 
through skillful management of the instrjctional budget, with opportunity 
for staff input into the budgetary processes. The entire budget process is 
viewed as a professional activity that enables the school staff to i.naximize 
scarce resources and to set priorities for expenditures. Infoiination 
power, and the instructional leader shares data that enable staff niembers 
to participate knowledgeably in the decision-making procei^ccs. The prin- 
cipal uses group processes to get the most apprq)riate expertise and to 
make certain that up-to-date information flows through the school. Oppor- 
tunities for new resources are sough, by the principal — grants, workshops, 
professional conferences, inservi' :e training, college courses, and volunteer 
services. All are examined in terms of tueir value to the school's goals and 
priorities. 

The principal as resource provider is well supported in the literature. 
For example, Persell (1982) found that successful principals are good at 
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acquiring needed materials. One leader who was particularly successful in 
implenienting Public Law 94442 was "unusually adept at getting what he 
desired from the higlier levels of the school system, and was able to bring 
this talent into the service of children with special needs," Success at 
procuring needed materials nniay be due to both administrative skills and 
school district conditions. Restraints may be set by legal conditions, col- 
lective bargaining agreements, past events, or a variety of other factors. 
However, individuals can act in quite different ways to the same set of 
conditions. The range of individual practices amoi^g the principals in zny 
given system is wide, and a major factor that exi^ains that variation is how 
individual principals conceive of the system (Sarason 1971, p. 140, 1982). 

Routine administrative tasks— discifJine, providing an orderly school 
climate, personnel managenoent, facilities management, and budget— are 
all a part of mobilizing resources. The importance of the managerial aspects 
should not be minimized. The effective principal, nevertheless, seems to 
be aWe to blend and balance these etements through time management. 
Certainly the size of the school, the experience of the staff, and the support 
and priorities of the central office may all be variables that have some 
impact on the principal's ability to blend and balance the behaviors associ- 
ated with strong leadership. The point here is not to detail what the 
effective schools research says about orderly, purposeful climate or what 
leadership and managerial research says about the best way to prepare a 
budget, select r« teacher, delegate responsibility, or manage time. It is, 
however, important for the strong instructional leader to be able to analyze 
and understand the resources that^ ncjd to be managed. 

Educational organizations are b ^st described as "loosely coupled'' 
rather than as tightly connected and controlled (Weick 19^2). Weick notes 
that one reason some schools may be ineffective is that they are managed 
with the wrong theory in mind. According to Weick, we assume that 
scliools are self-correcting organizations staffed by people who are inter- 
depeixloiit, have consensus on goals, and have predictable problems and 
sdutiori?. He notes that, in fact, none of these characteristics is tuie of 
schools and hov^ they function. Effective school administratois in "loosely 
coupled" schocis need to take advantage of symbol management to tie the 
system together. H : further notes: 

I^opk need to be part of sensible projects. Their action becomes richer, more 
Confident and more satisfying when it is linked with importi».nt underlying 
themes, values and movement. . . . Adminii;trators must be attentive to tlie 
"glue" that holds loosely coupled systems together because such forms are 
just barely systems (1982, p. 675), 

Weick also reminds us that: 
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the administrator who manages symbols does not just sit in his or her office 
mouthing clever slogans. Eloquence must be disseminated. And since channels 
are unpredictable, administrators must get out df their office and spend lots 
of time one-on-one~both to remind people of central visions and to assist 
them in applying these visions to their own activities. The administrator 
teaches people to interpret what they are doing in a conunon language (1982, 
p. 676). 

Sergiovamii (1984) contends that schools are both tightly and loosely 
coupled. Using the work of Peters and Waterman on the best-run corpo- 
rations, Sergiovanni notes that excellent schools have a clear sense of 
purpose aixi structure, yet at the same time a great deal of freedom is 
allowed for staff and students to determine how the purpose is to be 
realized. This combination of a tight and loose structure, Sergiovanni 
asserts, gives meaiiing and control and allows people to experience 
success. 

Thus, managing the daily operation of a school is a complex task in a 
complex organizational environment, A strong leader recognizes that man- 
agement of resources " nnot be addressed by simple formulas or by em- 
ptiasizing one element of leadership at the expense of others. 

In essence, strong instructional leaders have the capacity to mobilize 
available resources to inriplenient policies that lead to desired outcomes. 
To mobilize other resources, a principal must have a gpod grasp of what 
is possible and the ability to convince potentially competing groups to v/ork 
together. Effective leaders intuitively apply the theories that present lead- 
ership as systems of individuals and resources and that recognize appro- 
priate substitutes for leadership (Manasse 1984). 

Effective principals view resource provision in te** -^f maximizing 
instructional effectiveness and student achievement. They view resource 
provision as much more than money or supplies — as encouragement of 
human resources that help the faculty and students achieve success. Ef- 
fective principals have the capacity and energy to closely monitor all aspects 
of the school program—teaching, learning, and the environment. Strong 
instnictional leaders have the ability to analyze and manage re^otirces in a 
way that allows the entire school community to realize its potential, 

liie success of the principal to mobilize resources is reflected in the 
following ways. 

The Principal as Resource Provider 

1. The instructional leader demonstrates effective use of time and 
resources. 

H. IMans, organizes, schedules, and prioritizes work to be done. 
y , Delegates work as appropriate. 
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c. Assigns staff members according to their strengths. 

2. The instructional leader demonstrates skill as a change master by es- 
tablishing an ongoing process for planning and making necessary changes 
within the school white developing a feeling of individual/group ownership. 

a. Creates a positive climate for change and nurtures creative ap- 
proaches to change. 

b. Uses skills needed to manage changq. 

c. Evaluates the effectiveness of change. 

3. The instructional leader demonstrates the ability to motivate staff 
members. 

a States ctear expectations to the staff. 

b. Provides clear feedback. 

c. Encourages the staff to take risks and to innovate. 

4. The instructional leader knows staff members' strengths and weakness 
and knows about instructional resources that may be helpful to them. 

a. Matches staff members' needs to staff deveJopnient opportunities. 

b. Knows about resources that enhance instruction. 

c. Mobilizes resources and district support to help achieve academic 
goals. 

d. Convinces staff members that they are important instructional 
resource peopte in the school. 

The Principal as Instructional Resource 

As instructional resource, the principal is actively engaged in the 
improvement of classroom circumstances that enhance learning. Through 
ongoing dialogue with the staff, the principal encourages the use of a 
variety of instructional materials and teaching strategies. The principal is 
sought out by teachers who have instructional concerns or innovative ideas. 
Clinical supervision' conr.plen\ents tercher evaluation, v^th emfiiasis on 
continuing professional grovih and development for everyone on the staff, 
includ^'ng the priA.cipal. The principal and the staff consider evaluation, the 
highest level of cognition, to be cyclical. Tlie most obvious role of the 
principal as an instructi'jnal resource is to facilitate good teaching. 

Tb facilitate pnod teaching, the principal must stay abreast of new 
devetopments in materials and strategies for improving instruction. The 
principal maintains a personal development program that includes regular 
review of educational research, curriculum development, and new advances 
in understanding how children team. 

The most consistent finding in the majority of studies of school effec- 
tiveness is the crucial connection between expectation and achievement. 
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These studies seem to say that teachers and students live up lu our 
expectations for them (Brookover and Lezotte 1977, Persell and Cookson 
1982, Edmonds 1979, Rutter et ah 1979). Successful schools result when 
goals are clear, reasonaHe, uniform, and perceived as important, and when 
the staff is committed to them. In these and similar studies, researchers 
consistently emphasize the principal's important rde in establist^ing the 
vision, expectations, and commitment to goals. The impoitant point is that 
more effective schools have a shared vision, and a strong instructional 
leader is responsible for establishing and communicating that vision. 

The principal must attend to differences in staff members' attitudes 
about student ability to learn (Austin 1979, Edmonds 1979, FVederickson 
and Edmonds 1979) and to the feelings of both teachers and students that 
what they do makes a difference (Sergiovaimi 1984). According to Gauthier 
(1980, pp. 16-17), "every schod must believe that all children can learn 
and that all teachers and administrators can help them/' 

Effective principals seem to differ significantly from less effective 
principals in the way they interpret and imj^ment tJie concept of a good 
schod environment. Effective principals seem to be able to allocate building 
resources in ways that maximize teacher effectiveness and student achieve- 
ment. In addition, they sekictively and systematically apply other support 
mechanisms such as advantageous scheduling, careful assignment of teach- 
ers, and the dispensing of recognition to achieve these ends. The more 
effective principals provide not only specific details about their teachers' 
performance but also insights into why teachers perform as they do (Ruth- 
ei-ford 1985). Principals play a significant role in monitoring individual teach- 
ers' work and helping teachers master changes in classroom practice that 
will improve student outcomes. 

The effective principal is actively involved in all aspects of the instruc- 
tional program, sets expectations for continuous improvement and colle- 
giality, models the kinds of behaviors desired, participates in inservice 
training with teachers, and consistently gives priority to instructional 
concerns. 

The role of instructional resource requires the principal to be knowl- 
edgeable about teaching. Sapone (1985) maintains that any schod can 
increase efficiency and effectiveness if the principal is able to demonstrate 
curriculum and instructional leadership. She suggests that the model used 
makes little difference; what is important is consistency in the use of a 
total curriculum plan/model as developed and implemented within the school 
and as advocated and endorsed by the staff and the school principal. In 
other words, the principal must ensure that teachers have a well- 
designed curricular program and that meaningful teaching is critical to that 
design. Similarly, Lipham (1981) suggests that the improvement of teaching 
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and learning is the foremost function of the principal. He concludes that 
principals must do more than just ''know about'' the instructional program; 
they must be ''intimately invohred in its development, imi^ementation, eval- 
uation, and refinement/' In exemi^ary schools, the principal shows strong 
knowledge of and participation in instructional activities (Austin 1979, 
Fullan 1981), 

AUhough a principal may not have specific knowledge of every curric- 
ular area taught in the school, his knowledge shoukl at least embrace the 
general trends in each subject area. The effective principal must have 
sufficient knowledge to understand and evaluate curricular innovations and 
be familiar with effective teaching methods and the principles of learning. 
When principals know the basics of learning and instruction, they can help 
teachers improve, regardless of the subject matter. 



1, The instructional leader demonstrates the ability to evaluate and rein- 
force appropriate and effective instructional strategies. 

a. Knows and shares the latest research findings on teaching and 
learning with the staff so new ideas are tried, 

b. Expresses knowledge of effective strategies for students in differ- 
ent age groups, 

c. Uses knowledge and skill in effective instructional strategies, 

2. The instructional ieader supervises the staff, using strategies that focus 
on the improvement of instruction. 

a. Documents instructional performance of teachers. 

b. Conducts post-conferences that include developmental objectives 
suggested by the staff member or administrator, 

c. Provides staff members with evidence of continuity between clinical 
supervision observations, 

3. In the process of assessing the educational program, the instructional 
leader uses student outcome information that is directly related to instruc- 
tional issues. 

a. Reads and interprets district standardized and criterion-referenced 
test information. 

b. Develops intervention procedures designed to identify strengths 
and remediate weaknesses. 

c. Identifies uses of external consultant evaluation assistance \^1iere 
needed. 

4, The instructional ieader demonstrates successful application of the uis- 
trict'j^ personnel evaluation policies. 



The Principal as Instructional Resource 
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a. Designs appropriate annual evaluation cycles to include effective 
goal setting with the employee and apprq)riate measurement of these 
goals. 

b. Conferences effectively with employees regarding performance. 

5. The instructional leader knows the importance of student learning ob- 
jectives to the implementation of the instructional program. 

a. Communicates to staff and community the extent to which learning 
objectives for the schod have been mastered. 

b. Assists teachers in the mastery of student learning objectives. 

The Principal as Communicator 

As communicator, the principal articulates a vision of the school that 
heads everyone in the same direction. The principal's day-to-day behavior 
communicates that she has a firm understanding of the purpose of schooling 
and can translate that meaning into programs and activities within the 
schod. 

Effective communication must be disfriayed at three levels— one-to- 
one, small group, and large group— to articulate the vision of the school 
to the school district, parents, and the larger community The principal as 
communicator has mastered confrontation and active listening skills, can 
facilitate the work of leaderless groups, and understands how to commu- 
nicate schod direction to outside forces that would move the school away 
from the direction the staff and principal have chosen. 

The principal uses communication as the basis for devdoping sound 
relationships with staff through behavior that is consistent, objective, and 
fair. The principal communicates so that both the content and processes 
for communication are explicit. What topics, for example, maybe discussed 
openly by the entire staff, by parent-staff councils, by students and staff, 
or by supervisor-teacher dyads? What structures and processes will be 
used by what groups to make which decisions about the governance of the 
schod? How much autonomy does the staff have in the decision-making 
processes? Which decisions will be made by the principal with the advice 
and counsel of the staff? How do building decisions fit into the sdieme of 
the school district's processes? All of these questions must be answered 
through the nncipaPs leadership and communication with the staff. Com- 
munication processes are important. The principal makes a commitment 
to those processes in establishing school goals, together with the staff, 
parents, and students. Resources are committed to the goals, and evalu- 
ation systems are established. Frequent reference is made to goals, and 
classroom observations, inservice topics, and faculty meetings focus on 
those priorities. 
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How instructional leaders identify and conmiunicate a vision for the 
school varies, based on the principal's style of leadership (Andrews, Soder, 
and Jacoby 1986; Andrews 1986, 1988; Andrews and Soder 1987a, 1987b; 
Esther 1985). The sabent message is that the strong principal has a vision 
and is able to clearly articulate that vision. Coinmunication of vision is 
perhaps the most important way for a principal to exert effective leader- 
ship—to leave no doubt about school priorities. Sergiovanni (1984) de- 
scribes communication of vision as ^'purposing." Purposing is the process 
of emphasizing selective attention and modeling important goals and be- 
haviors in such a manner that it signals others of what is valued in the 
schod. 

Principals as leaders of high-performing systems focus their organi- 
zation on well-defined, basic purposes. Thtir leadership is directed toward 
creating a commitment to purpose. They are aware of the value of symbolic 
actions and the influence of culture on productive organizational climates. 
Effective principals have a vision of their schools and of their role in making 
the vision become a reality. VaD (1982) incorporates the 'Vision" in his 
concept of purposing as a continuous stream of actions by an organi-^ation's 
formal leadership that has the effect of fostering clarity, consensus, and 
commitment ibr the organization's basic purposes. Vail found that leaders 
of high-performing systems have strong feelings about the attainment of 
purposes, focus on issues and variables, and put in extraordinary amounts 
of time to achieve their purposes. 

Principals in effective schools consistently demonstrate a commitment 
to academic goals. They are able to develop and articulate a vision of 
instructional goals that prioritize school and classroom activities (Bamburg 
and Andrews 1988). Most important, this vision brings coherence and 
integration to instructional planning by the school staff. The ways in which 
vision is used to provide instructional leadership are documented in a 
number of studies. For example, goals are used to clarify expectations for 
program implementation (Dow and Whitehead 1980, Gross, Giaquinta, and 
Bernstein 1971). Effective principals use goals to provide a focus for com- 
munication, conveying support of the enthusiasm for goal-related work and 
for conveying school needs to district administrators (Blumberg and Green- 
field 1980, Keinhardt, Arends, Bums, Kutz, and Wyant 1979). The vision 
established by the instructional leader and the process for the developinent 
of vision helps provide a climate of high expectations and mutual respect 
among staff members and students (Pbrsell and Cookson, 198'^\ 

Leaders typically express symbolic aspects of leadershif searching 
beneath the surface of events and activities for deeper meaning and value. 
These leaders bring to the school a sense of drama that permits people to 
rise above the daily routine. They are able to see the significance of what 
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a group is doing and could be doing. They urge people to go beyond the 
routine — to break out of the mold into something more lively and vibrant. 
Finally, symbolic leaders are able to communicate their sense of vision by 
words and examples. They use easily understood language symbols that 
communicate a sense of purpose so that everyone shaies ownership of the 
school. Vision becomes the substance of what is communicated as sym- 
bolic aspects of leadership are emphasized (Sergiovanni 1984). 

The literature suggests that effective principals have a clear ^dsion of 
goals and are strongly oriented to those goals (Rosenblum and Jastrzab 
1975). This ^asion is reflected in the principals' long-term goals and visions 
for their sniools and teachers (Hall, Rutheiford, Hord, and Huling 1984, 
Clear vision seems to allow school principals to organize the school activ- 
ities so that they are not continually putting out "brush fires" (Blumberg 
and Greenfield in Fullan 1981). Sergiovanni (1984) has described the role 
of the principal in communicating the vision of the school as the "high 
priest"— one who seeks to define, strengthen, and articulate those endur- 
ing values, beliefs, and cultural strands that give the school its identity. 
The net effect of vision communication is to bond students, staff members, 
parents, and the community as believers in the work of the school. 

Teachers perceive that communication with principals who are strong 
instructional leaders results in improved instructional practice in their 
classrooms, helps them to understand that the relationsliip between in- 
structional practices and student achievement provides a basis for clearly 
understanding evaluative criteria, and establishes a clear sense of the 
direction of the school (Andrews and Soder 1987, Andrews, Soder, and 
Jacoby 1985). 

The success of the principal as a good communicator is reflected in 
the following dimensions of the instructional leadership role. 



The Principal as Communicator 

1. The instructional leader demonstrates the ability to evaluate and deal 
effectively with others. 

a. Engages in two-way communication accurately, sensitively, and 
reliably 

b. Promotes mutual conflict resolution, problem solving, cooperation, 
and sharing. 

c. Recognizes what information is appropriate to communicate. 

2. The instructional leader speaks and writes clearly and concisely 

a. DisplayvS good organization skills in oral and written communication. 

b. Demonstrates coherence in oral and written communication. 
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c. Recognizes needs and interacts appropriately with specific audi- 
ences in the educational cominunity. 

3. The instructional leader applies skills and strategies of conflict manage- 
nient that satisfy the interest of both parties in a practical and acceptable 
manner. 

a. Sees others* points of view and clearly articulates them in conflict 
situations. 

b. Displays the ability to help others arrive at mutually acceptable 
solutions. 

c. Manages conflict effectively. 

4. The instructional leader facilitates groups in selecting courses of action 
through problem-solving techniques. 

a. Identifies and collects valid, relevant, aa' reliable information to 
accurately assess the current situation. 

b. Develops and analyzes solutions to complex problems. 

c. Develops an implementation plan that includes provisions for 
evaluation. 

5. The instructional leader demonstrates the ability to use a variety of 
group process skills in interaction mth the staff, parents, and students. 

a. Helps others to develop a commitment to a process for goal 
achievement. 

b. Assists in formulating the final outcome in a way that can be clearly 
understood and applied. 

c. Develops and implements procedures for evaluating both process 
and outcome. 

6. The instructional leader demonstrates skill in working as a team member. 

a. Assesses strengths and weakness of team members. 

b. Demonstrates strong group process skills. 

c. Demonstrates the ability to integrate group and personal goals. 

The Principal as Visible Presence 

As a visible presence, the principal interacts with Staff and students 
in classrooms and hallways, attends grade-level and departmental meet- 
ings, and strikes up spontaneous conversations with teachers. The prin- 
cipafs presence is felt throughout the school as the keeper of the vision. 
The visible principal constantly displays behavior that reinforces school 
values. The principal knows on a first-hand basis what is going on daily in 
the school. Tlie principal demonstr-^tes these values as he protects the 
school from others' special inteiv^sts. The presence of the principal is felt 
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in formal and informal d)servations of classroom teachers. After being out 
and around the school, the principal communicates praise verbally and 
throu^ informal written notes. 

The visible presence of the principal appears to be most keenly felt 
when the principal serves as rewarder, giving positive attention to staff 
and student accomplishments. Brookover and his associates (1982) suggest 
that setting up an award system that clearly "strokes" staff and students 
for academic success is perhaps the most important aspect of creating an 
effective school. Acknowledging the achievements of others is a regular 
practice by principals who are strong instructional leaders (Giammetteo 
1981). Being positive, cheerful, and encouraging; making themselves ac- 
cessible to the staff, making their presence felt often by moving around the 
building; doing things mth teachers; and involving teachers and getting the 
staff to express and set their own goals are overlapping elements of positive 
school climates and effective, visible principals (lannaccone and Jamgochian 
1985). 

In high-achieving schools, principals emphasize instruction as the 
most important goal (Brookover and Lezotte 1977). One indicator of con- 
sensus on commitment to the goals of academic achievement is reflected 
in the way principals expect teachers to give their personal time. In the 
schools with higher achievement, teachers are willing to do this, but in 
those with tower achievement^ teachers are not willing to gi/e extra time 
u»^less thsy are paid for it. One way that principals are able to get greater 
teacher commitment is by being role models themselves. If the principal 
puts in long hours, is fair-minded in dealing with student complaints, and 
attends student activities in the school and the community, a positive tone 
is set for both teachers and students. 

Effective elementary school principals express dissatisfaction with 
their day if their presence is not felt in every classroom every day. Middle/ 
junior high and high school principals feel their week is not successful 
unless their presence is felt in every classroom once a week. 

Teachers perceive their principal to be a visible presence if she makes 
frequent classroom observations, is accessible to discuss matters dealing 
with instruction, is regularly seen in and about the building, and actively 
participates in staff development activities. 



1. The instructional leadei works cooperatively with the staff and the 
community to develop clear goals that relate to the district's mission. 

a. Expresses a clear vision for the schooL 

b. Organizes people and resources to accomplish building and district 
goals. 



The Principal as a Visible Presence 
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2. The instmctional leader is visible to the staff, students, and parents at 
the school. 

a. Drops into classrooms informally without disrupting the instruction 
process. 

b. Displays behavior consistent with the articulated vision for the 
school. 

c. Defers other matteis and actively participates in staff development 
activities. 

d. Buffers the school from the external environment. 

e. Manages time to be "out and around" during school hours. 

f. Makes it possible for others to express an understanding of the 
principal's commitment to the priority goals of the school. 

g. Communicates clearly the obligations of educators for student 
learning* 
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The principars rcle in delivering quality education has long been rec- 
ognized as an important organizational characteristic of schools. How prin- 
cipals should perform their roles, however, has been the subject of debate. 
The profession has struggled with whether the principal is an instructional 
leader or a building manager, a member of a school lamily of professional 
educators or a mid-leve! management representative of the central admin- 
istration. 

The resolution of these issues has important implications for the 
representation of administrators* jMrofessional interests, the nature of ad- 
ministrator training programs, the genera' image of the principal in the 
local community, and the principal's day-to-day working conditions. The 
management or administrative-team concept suggests a need for a single, 
unified professional organization, a generic type of training program, single 
certification programs, common job descriptions, and equal pay On the 
other hand, a view of the principal as a highly specialized professional with 
a role related to the size, location, and type of school (high school, middle/ 
junior high, or elementary) suggests a need for a multiple-rde organiza- 
tional structure, role-specific training programs, multiple certification 
standards, and specialized job descriptions. 

The lack of resolution of these issues has resulted in a dual structure 
for representing administrators* professional interests at the national and 
state levels. Similarly, there is confusion in the nature of programs for 
preservice training and staff developnicnt for sciiool administrators. Central 
to this debate is whether there are basic and fundamental differences 
between or among elementary, middle/junior high, and high school princi- 
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pals. Further, there are questions about basic and fundamental differences 
between or among principals in large or small and urban, suburban, or 
rural schools. 

In an effort to shed light on these issues, Andrews and Hallett (1983) 
conducted a study with a sample of 1,006 principals in the state of Wash- 
ington. The results of this study seem to support the underlying assump- 
tion that while elementary, middle/junior high, and senior high school prin- 
cipals administr^r programs that serve different populations of students and 
have different structures and programs, the principals are substantially 
alike in the importance, ideal frequency, and actual time they designate to 
the various aspects of their jobs. Of the variables identified in the Andrews 
and Hallett study, however, the type of school admmistered accounted for 
the greatest variation in the principals' perceptions of the time required to 
do the job and how they actually spent their time. Several other variables 
seem to account, albeit to a lesser extent, for perceptual variations. These 
factors were size of school, size of district, type of district, and gender of 
the principal. 

The specific conclusions from this study include: 

1. Principals in elementary, middle/junior high, and senior high schools 
do not hoW different values about what is important in the principars job, 
nor do they hold different views about how they should Ideally spend their 
time. 

2. Principals in different-sized districts (large, medium, small) or 
different-sized schools do not hold different values about vvhat is impoitant 
in their jobs, nor do they hold different views about how they ideally should 
spend their time. 

3. Principals in elementary middle/junior high, and senior high schools 
hold different opinions about how much total time it takes them to do their 
jobs on a day-to-day basis. High school principals perceive that they need 
to spend more time get the job done than do their elementary counter- 
parts. 

4. The analysis of actual time spent at their jobs confirms that high 
school and middle school principals spend more hours at their jobs than do 
their elementary counterparts, and these additional hours are devoted to 
supervising students and managing the school. 

5. Size of school district and size of school have some bearing on how 
principals spend their time. Principals in large and ver>- small school dis- 
tricts tend to spend less time on supervision of students than do their 
counterparts in medium-size school districts. And principals in large school 
districts tend to spend more time on coordination with extern il agencies 
than do principals in medium- and sms'l-sized school districts. 

G. Size of school also relates to th(^ ability of principals to spend their 
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time on activities that they perceive to be most important. The larger the 
school, the more time the principal devotes to community relations and the 
mor:^ total time the principal Sf)ends on the job. 

Thus, the differences Ibiuid by Andrews M Halle tt tended to be 
amor2 those activities that principals perceive as least important in their 
jobs — operations and building management activities. While these differ- 
ences are in the least important parts of the job, we must not lose sight of 
them as we work toward transforming principals' behavior from a building 
management focus to an instructional leader focus. 

The Principal as Instructional Leader 

The role of the principal is by no means a simple one. Thus, identifying 
factors that influence how principals perform their professional rdes is 
equally complex. 16 gain insights into how or why principals perform as 
they do, we need to know what parts of the job principals typically consider 
to be most important and how they perceive they ideally should spend their 
time as they perform that role. Then we need to contrast this with how 
the average principal actually spends time and how this differs from prin- 
cipals who perform the role with a focus oii instructional leadership activ- 
ities. Understanding these issues will allow us to design training activities 
to help schod principals improve their instructional leadership skills. 

As used here, principal as instructional leader means that the prin- 
cipal is perceived by ctose associates as (1) providuig the necessary re- 
sources so that the schoors academic goals can be achieved; (2) possessing 
knowledge and skill in curriculum and instructional matters so that teachers 
perceive that their interaction with the principal leads to improved instruc- 
tional practice; (3) being a skilled communicator in one-on-one, small- 
group, anc large-group settings; and (4) being a visionary who is out and 
arounti creating a visible presence for the staff, students, and parents at 
both the physical and philosophical levels concerning what the school is all 
about. 

The Values of the Average Principal 

In our examination of the average principal, two issues are of primary 
importance — the value that principals place on the various dimensions of 
their roles and how they allocate time to those various dimensions. We 
need to understand the values of average school principals and then examine 
how they codify tliese values into their daily routines of running a school. 

There have been two types of studies concerned with the importance 
principals attach to the various aspects of their jobs: those that have 
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focused on general role orientation and those that have focused on the 
individual tasks or dimensions of the job. We focus here on a subset of 
both types of studie:^ — specifically, those concerning perceptions of the 
prinr;ipal performing a building management ^ol^ versus an educational 
leadership role. 

Those who have examined the role of the principal as building manager 
versus instructional leader suggest that the overall role orientation is re- 
lated to the way pnncipals perceive their tirae commitments and the way 
they actually spend their time. If we conceivs^ of those activities that the 
principal engages in to maintain the current operations of the school to be 
building management, and those things that the principal must do to im- 
prove the learning environment for children to be instructional leadership 
activities, we can see a clearer picture of the interactive nature of these 
roles^ The building management functions provide the foundation for the 
operation of the instructional program. And the degree to which the in- 
structional program is effective affects the building management functions 
d the job. Thus, - hile we might separate the role into these two domains, 
we must not tose sight of the fact that ' ere k everyday interaction between 
buikiing management and instructional leaderphip. Clearly, also, the myriad 
tasks that make up the job must get done. It is not that some tasks can 
be set aside; rather, the issue concerns importance and value and how the 
principal aUocates discretionary time to the various ta?k<^ that must be 
done. 

Whv do principals attach importance to certain dimensions of their 
jobs, and why do they feel that they have difficulty being instructional 
leaders? Interviews with principals suggest that three general barriers 
prevent principals firom doLig the instructional leadership parts of the job: 
(1) those related to the organizational context of schools, (2) those related 
to a set of professional norms, and (3) those related to the principal's lack 
of skills and district expectations. 

As a group, principals say they lack time for supervision of instruction 
because they do not have adequate secretarial assistance or support staff 
to handle routine duties. Principals feel there is an imbalance in the allo- 
cation of authority and responsibility between the central office of the 
school district and the individual buildings. Too little of the authority for 
operating the building is delegated to principals; liowever, principals sense 
that they are held responsible for running a good school. Otliers express 
feelings that the day-to-day needs of the school are m demanding that 
there simply are not enough hours left in the day for instructional leadership 
activities. Other principals say that their hands are tied when they try to 
bring about changes in staff and programs because of collective bargaining 
agreements. The nature of policy making and the administration of policy 
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from the district level often makes principals feel unsure of what actions 
they should or may take. They also express frustrations about expectations 
for the performance of instructional leadership activities when their uni- 
versity program trained them to be building managers. Finally, their school 
districts seem to expect them to be instructional leaders but reward them 
for well-managed, efficiently operated schools 

While these studies provide some insights a*^ \t principals' percep- 
tions of barriers to their work, they do not help isolate the essential 
differences between those who are instructional headers and those who are 
not. To understand these differences, wp st examine the relative im- 
portance of the various tasks or dimens .v . , of the principal's job and the 
behavior of principals as they go about running their schools. 



It is not enough to say to a principal, "Go forth and orient yourself in 
such a way that you are an instructional leader." If we are to fashion 
programs to help principals perform instructional leadership activities and 
to produc I future generations of sc' ool principals who can perform these 
functions, we must ask several questions. The first question is one of 
values: What do principals value most about their jobs? This question is 
important; if principals do not value instructional leadership activities, then 
changing their behavior will be difificult. The research on changing adult 
values is not encouraging. Deep-seated beliefs about what we should dc 
are simply not easily changed. On the other hand, if principals value the 
instructional leadership part of their job more highly than they do the 
maintenance functions, then our task is to change their behavior to be 
consistent with tlieir attitude? and values. The research on changing be- 
havior p/ovides much more pronil.^e for successful outcomes than does the 
research ^n changing attitudes and values. However, we should not delude 
ourselves into believing that changing adult behavior is easy 

Consider what we know about principals' values in relation to the 
various aspects of their jobs. Some of the research has focused exclusively 
on the actual way principals spend their time; most studies, however, have 
combined the anafysis of how principals think they should spend their time 
with how they actually spend their time. The earliest of these types of 
studies was conducted by Krajev/ski in 1978 to determine what, if any, 
discrepancy exists between the roles principals play and the roles they 
prefer. The findings from this study resulted in two rankings: one, of the 
ideals (vr.iues) of school principals, and the other, of their actual daily 
lance. Krajewrki found that principals placed the highest value on 
instructional leadership activities — supervision of instruction, curriculum 
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development, and staff developnient— and the lowest value on management 
functions — community relations, disciirfine, and other pupil services. How- 
ev% these same principals spent less time on instructional improvement 
activities than they did on routine management functions. There was a 
discrepancy between what uie principals tliought should receive their time 
and attention and how they actmlfy spent their tinie. 

The National Association of Secondary School Principals conducted a 
similar study in 1978. While their findings were not as dramatic as Kra- 
jewski's, they also showed discrepancies between 1k)w principals perceived 
their jobs and how they actually spent their tine. School management was 
considered less important than program development, but it received far 
more of the principals' time and attention. 

The Lake Vfeshington School District, Kirkland, Washington (LWSD 
1980), conducted an early effort to set forth expectations fcwi* changing 
principals from focusing on school management to improving instruction. 
In 1979, the district formed a task force to define the tasks of building 
adininistrators and started by conducting a two-week time-utilization study. 
Administrators were asked to ''identify the percentage of time that should 
be devoted to each of their job dimensions" and to keep a tog of the actual 
time they spent performinp the tasks in each dimension. Tliis study pro- 
vides some comparisons of not only the differences between ideal behavior 
and actual behavior, but also a comparison of elementary and secondary 
school principals. 

As shown in Figure 2.1, elementary school principals indicated that 
ideally they shouW spend 35 percent of theii time in the areas of instruc- 
tional improvement and only 12 percent in student services. However, they 

Figure 2.J 

Percentage of Time Elementary and Secondary School 
Principals Devote to the Ma w Dimensions of Their Jobs: 
Ideal vs. Actual Time Expended 



l^rcentage of Time Spent on Job Uiniensions 
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Principals Principals 
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14 
40 
14 
15 



ERIC 



3;4 



Performing the Role 



reported actually spending 24 percent and 21 percent, respectively. They 
spent less time than they thought they should on improving instruction and 
more time on maintaining the schod (student services and operations). 
Similar discrepancies between actual and ideal time- were found for sec- 
ondary school principals in instructional improvement activities and student 
services. 

Thus, several studies' show that the answer to our first question is 
that principals do, indeed, regard instructional and program improvement 
as the most important aspects of their job. Nevertheless, they spend the 
greatest amount of their time on school management and operations, the 
dimensions they value least. 

The second question of importance is how the average principal 
spends her time compared to the principal who is an instructional leader. 
Our studies have provided us with a profile of an average principal that we 
can compare to data gathered firom principals who are considered to be 
instructional leaders. A considerable amount of work has been done in the 
past few years to more clearly define the role of the principal as instructional 
leader. The most reliable and valid of these efforts— those that have linked 
an operational definition of instructional leadership to incremental growth 
in student academic achievement — have identified the four areas of stra- 
tegic interaction between principals and teachers that are explained in 
Chapter 1: resource provider, instructional resource, communicator, and 
visibte presence. 

Using this definition, in 1986 we selected a sample of school districts 
in the Pacific Northwest and asked the superintendents in those districts 
to nominate principals who they considered to be instructional leaders. We 
then asked a group of principals who were peers of these principals if they 
knew principals who they considered to be instructional leaders. Where 
there was concurrence between superintendent nominations and fe'low 
principals' nominations, we contacted those principals to obtain permissioii 
to measure staff perceptions of their performance as instructional leaders. 
A total of 28 principals were included for analysis. Twenty-five of the 28 
principals agreed to allow us to administer a questionnaire developed as 
part of an effective schools project, which has a key factor that measures 
teachers' perceptions of their princi )al as an instructional leader. The in- 
strument was administered during a regularly scheduled staff meeting in 
the spring of 1986. 

For a principal to be considered a ''strong" instructional leader by the 
staff, the principal had to score at least one standard deviation above an 
average principal on the measure of instructional leadership. Of the prin- 
cipals nominated, 21 qualified (based on staff perceptions) as strong in- 
structional leaders. That is, using the mean score and standard deviation 
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derived from a sample of approximately 250 principals over a two-year 
peric ' of time, they had a mean score of 82 or greater on a scale from 19 
to 95. The samjJe of principals who qualified for the study consisted of 5 
high school, 5 middle schod, and 11 elementary school principals. These 
principals administered schocAs ranging in size from a 2,600-student high 
schod to a 125-student elementary school. Eleven principals were female 
and 10 were male. Their administrative experience ranged from 3 years to 
over 16. Each of these principals agreed to keep a time log of daily activities 
using the methodology developed by Andrews and Hallett. A synthesis of 
conclusions from various studies suggests that principals believe the most 
importar part of their job is educational program improvement, followed 
by school-community relations, student-related services and activities, 
building management and (^rations, and district relations. Using these 
rankings, a comparison of how the average principal spends her or his day, 
constructed from data gathered from the 1,006 principals in the Andrews 
and Hallett ctudy, and how these 21 strong instructional leader principals 
spent time on a day-to-day basis are presented in Figure 2.2. 

Figure 2.2 shows that the principals who were perceived as strong 
instructional leaders spent time quite differently from the average principal. 
Average principals consider educational program improvement as the part 
of the job that should receive the greatest amount of their time and energy; 
however, they spend more time on management (39 percent) and student 
services (28 percent) than they do on educational improvement (27 percent) 



Figure 2.2 

'ercentage of Time Average Principals and Strong 
Instructional Leaaers Devote to the Major Dimensions 

of Their Jobs 
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activities. Average principals do not implement their values on a day-to-day 
basis as they allocate time among the vanous tasks that must be per- 
formed. This fact has lead observers of principals' management practices 
to conclude that many principals are "building managers" rather than "in- 
structional leaders," and they should spend less time on building manage- 
ment and more time on improving instruction. 

However, the data in Figure 2.2 suggest that principals who are strong 
instructional leaders do not divert time away from building management 
fui.ntions in favor of instructional leadership functions. In fact, they spend 
almost exactly the sanie amount of time on management functions, 3.7 
hours per day (34% x 10.75 hrs.), as does the average p incipal who 
spends 3.9 hours per day (39% x 10.1 hrs.). Strong instructional leaders 
spend considerably less time on student-related activities, 1.9 hours per 
day (18% x 10.75 hrs.), compared to the average principal who spends 
2.8 hours per day (28% x IQ.l hrs.), or nearly an hour less. The average 
principal spends only about 2.7 hours a day on curriculum and instruction 
issues, staff selection and evaluation, and supervision of staff. Strong 
instructional leaders spend 4.4 hours per day (41% x 10.75 hrs.) in this 
same category. These data suggest that principals who are strong instruc- 
tional leaders imj^ment discretionary time in such a way that they codify, 
on a day-to-day basis, tiie ideals or values of the average principal. They 
spend the greatest anwunt of their time on educational program improve 
ment activities. These data also suggest that it is a false dichotomy to 
draw the distinction between being a strong buUding manager and a strong 
instructional leader. These 21 principals are both strong building managers 
pn*i strong instructional leaders. 

Our attempts to understand what the average principal does every 
day and what principals who are considered to be instructional leaders do 
every day suggest that principals who are instructional leaders are able to 
organize their day so they focus their time and attention on instructional 
matters rather than the routine matters of running the school. Thus, the 
issue for the average principal is not misfdaced values but a poor allocation 
of discretionary time, or simi^y poor behavioral patterns. 

We are frequently asked if secondary and elementary schod principals 
differ in what they see as important in their jobs and how they spend their 
time. In our earlier work (Andrews and Hallett 1983a, 1983b), we found 
no differences in what principals considered of greatest or least value in 
their activities, although we did find differences in how they spent their 
time. For example, middle/junior liigh school principals spent more time in 
student-related activities than did rsnior high or elementary school prin- 
cipals. In addition, high school principals tended to spend more time in the 
management functions than did their elementary school counterparts. The 
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differences in time allocations, however, were mostly in the least important 
aspects of the job, not the most important aspect— educational program 
improvement. We also found chat female principals spent more time in 
educational program improvement activities than did male principals. 

Since this question of differences between secondary and elementary 
principals has been of such great interest. Wing has just completed a study 
that was adapted from our work on the 21 strong instructional leaders and 
exaiiiiried the allocation of time of these 21 principals based on type of 
schod (high, middle/junior, and elementary). Her findings, contrasted with 
those of Andrews and Hallett's concerning the average elementary, middle/ 
junior high, and high school principal, are presented in Figure 2.3. 

Tlie Wing findings are consistent with our study of all principals in 
that, regardless of wliether the principals were from elementary, middle/ 
junior high, or high schods, strong instructional leaders spent more time 
in educational program improvement activities than did the average prin - 
cipals in the Andrews and Hallett study However, there are some differ- 
ences among the three groups of principals in the Wing study 

All of the strong instructional leader principals spent less time with 
student-related activities than did the average principal, but the differences 
were greater for elementary and middle/junior high principals and ^Jie av- 
erage principal than they were for the high school principals. In addition, 
the elementary and middle/junior high school principals spent more time 
on educational program improvement than did the high school principals. 
Further, the high school principals in the strong instructional leader group 
still spent more time on management and operations functions than tbsy 
did on educational program improvement. These data suggest that there 
are some fundamental differences between high schools and elementary 
arA middle/junior highs that force high school principals to spend less 
discretionary time on educational program improvement activities. 

The data also suggest that piincipals who are perceived as strong 
instructional leaders spend their time differently frorn the average principal. 
And although there are differences in the distribution of time among the 
various aspects of the job, strong instructional leaders spend more time 
on instructional improvement activities than do average principals ind less 
time handling student problems. There is little difference, howevei, in the 
amount of time strong instructional leaders spend on building management 
functions as compared to average principals. Th^ fact that there are dif- 
ferences in the amount of time spent by strong instructional leaders on 
program and in ^itructional improvement activities compared to the average 
principal prompts the question: Is it only a matter of time, or are there 
qualitative differences in the way average principals and strong instructional 
leaders spend their time? 
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Figure 2,3 

Comparison of Percentage of Time Spent by Strong 
Instructional Leaders at the Elementary, Middle/ Junior High, 
and High School Levels with the Average Principal for the 
Same Type of School 
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Andrews and Hallett study: n ^ 1,006; 587c were elementary, 18% middle/ 
junior high, 16% senior high, and 8% mixed level (e.g.. K--12. K-S, 7-12). 

**Wing study: n ^ 21; ]1 elementary, 5 middle/junior high, and 5 senior high 
schools. 



More Than a Matter of Time 

16 discover whether the distribution of time between strong instruc- 
tional leaders and average principals was the only differ !nce between the 
two groups, we asked 1,100 teachers in strong, average, and weak instruc- 
tional leader schorls which of these activities and behaviors they regard 
as the most important for a principal to be considered a strong instructional 
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leader and to describe the activities and behavior their principals practice 
daily that cause them to believe their principal is a strong instructional 
leader. 

In responding to the phrase, "My principal is a strong instructional 
leader," teachers tend to agi'ee with each of 18 specific, supporting state- 
ments. In addition, when teachers perceive their principals to be above 
average on these items, incremental growth in student academic achieve- 
ment also tends to be high. When teachers perceive their principals to be 
below average on these same items, incremental growth in student aca- 
demic achievement tends to be low (Andrews and Soder i987a, 1987b), 
These 18 statements are the core descriptors tor the four areas of strategic 
interaction that define the principal as a strong instructional leader — 
resource provider, instructional resource, communicator, and visible 
presence. 

In the remainder of this chapter, we present the areas of strategic 
interaction, their kej' descriptors, and the teachers' perceptions about 
strong, average, and weak leaders. 

The Principal as Resource Provider 

Figure 2.4 indicates the teachers' ratings of their principals using four 
descriptors of the principal as a resource provider 

The data in Figure 2.4 suggest that not all teachers in schools admin- 
istered by strong instructional leaders see principals as fulfilling the re- 
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How Teachers Rate Their Principal as Resoui ce Provider 

Percentage of Positive Ratin gs 
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source-provider role. However, on each of the subdimensions, the over- 
whelming majority of teachers have positive perceptions of the strong 
instructional leader The percentage of teachers who perceive their principal 
positively decreases across the three groups. The greatest difference is 
whether the teachers see the principal as an "important instructional re- 
source." Two of the subdimensions of resource provider are considered 
more important than other subdimensions: "Mobilizes resources and dis- 
trict support to help achieve academic goals," and "Promotes staff devel- 
opment activities for teachers." 

On a day-to-day, operations level, school principals who are seen as 
strong resource providers do not regard the school budget as an expend- 
iture plan that constrains them from acting but as an allocation to be 
expanded. Their staff sees them as viewing the entire school community 
and district as possessing potential resources for use in the school, and 
that it is the principal's job to get these resources, which he does. They 
are perceived as never saying no to staff members' ideas. They know 
peq)le, research, and new things about education. They use staff members 
as staff developers and peer coaches for other staff members. In response 
to teachers who want to improve their skills in a specific area, they fre- 
quently say, "I will get you out of your class to do this, even if it means I 
take your class!" and, "Once you get this special training, you can train 
other staff members in our school." 

The Principal as Instructional Resource 

Figure 2.5 shows teachers* perceptions of their principals in four 
subdimensions. 

Just as not all teachers in schools administered by strong instructional 
leaders see them as fulfilling the resource provider role, not all teachers 
see them as an instructional resource. However, the overwhelming majority 
of teachers perceive the strorig instnjctional leader principal positively in 
this area. Of note is the lack of variation among the three groups on the 
encouragement of the use of different instructional strategies. However, 
the similarity in response stops there. Our analysis of teachers' comments 
suggests a clear difference between how strong instructional leaders and 
weak principals encourage teachers to use diffeient strategies. 

The principal's ability to help teachers expand their use of instructional 
strategies is key to improving the school. The primary, and maybe the only, 
place that the principal has the opportunity to improve instruction is during; 
a conference with a teacher after a clirucal observation of a teaching epi- 
sode. Teachers interpret the behavior of principals as positive in that they 
will provide teachers with a shqpping list of different strategies and 
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Figure 2.5 

How Teachers Rate Their Principal as Instructional Resource 

Percentage of Pbsitive Ratings 



Job Dimensions 
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different Instructional strategies. 

2. My principal is sought out by 
teachers who have instructional 
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performance helps improve my 
teaching. 
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test results. 
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encourage them to try them. Strong instructional leaders, however, en- 
courage the use of different strategies and serve as cheerleaders, encour- 
agers, facilitators, counselors, and coaches for expanding the teacher's 
repertoure of instructional strategies one step at a time. During the post- 
observation conference, the strong instructional leader principal asks, 
"What are some other ways that you nnight have taught this same con- 
cept?" She then helps the teacher identify a new teaching strategy that the 
teacher feels comfortable trying and says something on the order of, "Why 
don't you try it? It's okay if it doesn't work," or "Let me know when you 
are going to use the strategy and I'll come and watch you do it. We'll sit 
down rij^hi. afterward and talk about how it went. If it doesn't work, we'll 
work on trying something else." 

Principal as Communicator 

The third strategic area of interaction is for the principal to be seen 
as a good communicator at three different levels — one-on^-one, as a small- 
group facilitator, and to create a sense of vision for the school. Here there 
are six important areas of interaction, as presented in Figure 2.6. 

The areas that define the importance of communication provide a 
clear picture of the differences among average, weak, and strong instruc- 
tional leaders. In all categories except "Provides frequent feedback re- 
garding classroom performance," 80 percent or more of the teachers per- 
ceived the strong leaders in a positive light. The percentages were, the 
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Figure 2.6 

How Ibachers Rate Their Principal as Communicator 



Job Dimensions 
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principal. 

2. My principal leads formal 
discussions concerning instruction 
and student achievement. 

3. My principal uses cleariy 
communicated criteria for judging 
staff performance. 

4. My principal provides a clear vision 
of what our school is all about. 

5. My principal communicates clearly 
to the staff regarding instructional 
masters. 

6. My principal provides frequent 
feedback to teachers regarding 
classroom performance. 



Percontage of Positive Ratings 



Strong Average Weak 

Leader Leader Leader 

(n=^8(K)) 2,146) (>i=300) 

80 49 25 

85 41 17 

90 63 17 

90 49 17 

92 50 17 

68 29 18 



mam, below 50 percent for the average principal, and below 20 percent for 
the weak leader principal group for the same items. Tbiu:hers typically said 
that strong instructional leaders clearly conimunicate the message "TVy 
new things with students — it's okay if they don't work. If something does 
not work, try something else." They also communicate a sense of profes- 
sionalism to their staff members by clinically supervising them according 
to their performance as teachers. They tend to characterize their teachers 
as superstars; good, strong, average teachers, and low-performing, mar- 
ginally competent, or incompetent teachers. They do not violate the integ- 
rity of the clinical supervision model with any group, but they vary the 
clinical model based on the performance level of the teacher. This is de- 
scribed more fully in Chapter 5. 

Strong instructional leaders are able to spend less time on student 
matters because they work to improve the skills of all teachers, particularly 
k)W-performing teachers. Each is described by their teachers as tough, 
fair, and a "tyrant" for kids. They prefer to counsel teachers rather than 
evaluate teachers out cf teaching. However, they articulate the view that 
they will use whichever method works. Teachers perceive that their prin- 
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cipals expect a high level of performance from their teaching staff, and they 
model high performance standards in their own behavior. 

"Providing a clear vision of what the school is all about" is more 
important to teachers than most of the other activities that describe in- 
structional leaders. Tfeachers report that strong instructional leader prin- 
cipals start the school year with statements like, "I have spent my summer 
thinking about our school, reviewing our curriculum anr* 'nstructional 
methods, reviewing new ideas about '^^ducation, reviewing the performance 
of our students." Then they either say, *'Here is where I think we shouW 
go this year, and we aie going to spend the afternoon gaining consensus 
about what we are going to do, and each of us must commit ourselves to 
doing it," or they say, "Here is where I have decided we are going this 
year. Anyone who does not want to go there with us, we'U find someplace 
else for you to go!" The teachers i these schools believe their principals 
all yell "CHARGE!" but clearly they each yell Charge! in their own v/ay, 
based on personal style and the way they work with the teachers in their 
school. 



The Principal as Visible Presence 

The fourth strategic area of interaction concerns the principal's visible 
presence in the school. Strong instructional leader principals are seen as 
"visionaries who are out and around." Their presence is created by day- 
to-day behavior that is consistent with their values. For example, tf they 
expect a clean, well-kept building, tliey do not pass paper on the floor in 
the hall without picking it up. They can espouse a philosoirfiy about edu- 
cation and their school while at the same time going about the more 
mundane routine of running the school. They have a keen understanding 
of how that phifosoi^y must be "i^ayed out" daily in the school. 

The four important descriptors of interaction in the visible presence 
area are presented in Figure 2.7. 

Just as in the other three areas of interaction, the data in Figure 2.7 
suggest that not all teachers see strong instructional leaders in positive 
terms. However, for each descriptor, tlie overwhelming majority of teach- 
ers — and in all cases except one, over 90 percent of the teachers — perceive 
positively the strong instructional leader principal. However, the differences 
between the percentage of teachers who see the average principal and the 
weak principal compared to the strong leader principal are not as great for 
visible measure as are the differences in the other areas of strategic 
interaction— particularly when seen as communicator. The greatest differ- 
ence among the three groups of principals is the degree to which they 
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Figure 2.7 

How Teachers Rate Their Principal as Visible Presence 

Percentage of Positive Ratings 



Job Dimensions 



1. My principal makes frequent 
classroom observations. 

2. My principal is accessible to 
discuss matters dealing with 
inBtniction. 

3. My principal is a "visible presence'' 
in the building to both staff and 
students. 

4. My principal is an active participant 
in staff development activities. 



Strong 
Leader 
(n = 800) 

72 
94 

93 

97 



Average 
Leader 
(n==2>146) 

31 
68 

75 

64 



Weak 
Leader 
(n = 300) 

17 
66 

46 

50 



niake "frequent classroom observations." The extent to which the principal 
creates a visible presence in the school to both the staff and students is 
the most important factor for the principal to be seen as a strong instruc- 
tional leader by teachers. 

On a day-to-day operations level, there are two levels on which prin- 
cipals present a strong, visible presence. First, they are seen out and 
around in classrooms, in the lunchroom, in hallways during passing time, 
with the buses before and after school, and in assemblies. They make 
positive announcements over the public address system in the morning 
before instruction begins and praise the staff and students for good work. 
At the etementary school level, these principals do not feel their day is 
successful unless they are in every classroom every day. At the middle/junior 
high and senior high school levels, the principals do not consider their week 
to ha\e been successful unless they are in every classroom durinnthe week. 

When they are out and around in classrooms, "passing through," they 
respond to what they observe only with praise. Some use small note cards, 
others catch the teacher in the lunchroom or hallway and provide positive 
feedback, others drop a note in the teacher's mailbox. When the principal 
picks up something negative in a classroom, she schedules an extetided 
ob»^^>ervation in that teacher's classroom later in the day or the next day 
The reason for the extended observation is to deal with the negative 
behavior identified in the "pass through." Teachers want these principals 
in their classrooms because they get only praise as a result of the princi- 
pal's "passing through" activities. 
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More important, their presence is felt, whether they are in the building 
or not, by a deeply ingrained jJiilosophy of education that permeates the 
Gohool. Staff, students, and parents know what these principals stand for 
in education. They live and breathe their philosqphy about education. They 
have a keen sense of how to translate educational philosophy into words 
and deeds so that it is visible for all to see. 

Getting a Handle on the Principal's Time 

Observations of the average principal and the strong instructional 
leader suggest that they both vaJue the same things about their jobs, but 
the strong instructional leader is not as distracted by the routine parts of 
the job as the average principal. The strong instructional leader focuses on 
the curriculum and instructional matters. Thus, the amount of time that 
the principal spends on the various dimensions of ti)e job are important. In 
the Appendix are time analysis record sheets and a Zero-Based Job De- 
scription Questionnaire looking at the time distribution of the average 
principal and the strong instructional leader principal. These documents 
can help individuals analyze their values, how they cpend their time, and 
identify areas that need restructuring to ensure greater focus on instruc- 
tional improvement. 
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For prircipals to improve their skills as instructional leaders, super- 
intendents and other district-level administrators must practice new super- 
visory behaviors, such as role modeling, and enlightened strategies that 
encourage professional growth and provide needed organizational support. 
Our work with such a supervisory model in two school districts (one with 
16,000 students and another with 3,000 students) over nine years has 
convinced us that strong, supportive supervision of school principals can 
be a significant factor in promoting school reform and improvement 
practices. 

Referent power, motivation, and high self-esteem strongly influence a 
principars desire to change behavior and practice new skills that will rein- 
force that change over time (Lovell and Wiles 1983, Herzberg, Mausner, 
and Snyderman 1959, Sergiovanni 1975). Referent power is the supervi- 
sor's influence as a "reference" or resource. Through modeling, demon- 
stration, and collegial practice, the supervisor works with the principal 
over a long period of time to foster growth in skills and encourage needed 
practice with feedback, addition, motivation and high self-esteem are 
linked with successful performance. The highest motivators of job perfor- 
mance are achievement, recognition, the work itself, and responsibility 
(Herzberg, Mausner, and Snyderman 1959)— nil of which can be accom- 
modated through a clinical supervision model that involves the principal 
and the supervisor in a collegial, collaborauve relationship. 

Building a successful supervisory relationship with the principal re- 
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quires the supervisor to develop a level of trust that will accommodate the 
piincipal's human needs associated with learning complex skills. As noted 
by Knowles (1978) and Bents and Howey (1981), adults learn best when 
their staff-devetopment artivities recognize their needs and interests, are 
organized around life situations, are experience-based, engage them in a 
process of mutual inquiry, and provide for differences in learning style and 
rate. Petrie and Burton (1980) posit that leaders progress through devel- 
q)mental levels of learning as they gain experience and expertise. These 
levels range along a continuum of supervisory behanors, from establishing 
routines and rules to stimulating others' development. Further, the edu- 
cator's level of commitment to the profession, along with her ability to think 
conceptually, affects the supervisor's ability to stimulate needed changes 
in behavior (Glickman 1981, Glatthom 1984). 

The research of Joyce and Showers (1983) and Wood and Thompson 
(AASA 1980) suggests that principals, like teachers, should be involved in 
the design, delivery, and evaluation of their professional development. 
IVaining must provide theoretical and practical components, with follow-up 
coaching over time to help principals understand the reasons for behavioral 
changes and to practice new skills in the real-world setting of their schools. 
Principals must be able to practice thj new behaviors, engage in dialogue 
that helps them analyze and evaluate their own performance, and gain 
control of the new behaviors until they can use them as needed. 

Because the principal's role is changing from that of building manager 
or administrator to instructic^^^l leader, the principal requires ongoing, 
substantive staff development and support to refine, extend, and evaluate 
his supervisory skills. A deliberate sequence of clinical supervision can 
provide the analysis and evaluation that will help improve performance. 

Such a sequence, based on clear performance expectations, provides 
guidance, practice, and support for the principal's development of requisite 
skills. And it enables the principal to evaluate her own clinical supervision 
of the teaching staff through a series of observations and interactive feed- 
back sessions. Clinical supervision ensures quality control while maximiz- 
ing opportunities for the principal to delegate authority and leadership. It 
i' also an effective tool for the supervisor when the principal's performance 
IS unsatisfactory. 

Five basic assumptions are key to the successful use of our clinical 
supervision model for the principal's supervisor All supervisory activities 
build on these assumptions. 

1. The goal of clinical supervision is the improvement of instruction. As 
the principal uses clinical supervision to work collegially with the teaching 
staff, her skills in instruction should be enhanced. 



48 40 



Expectations of an Instructional Leader 



2. Process and product are valued in the cLnical supervision model for 
principals. Attention must be given to processes, communication, and 
engagement, as well as to products, outcomes, and results obtained, as 
measured by changes in teacher behaviors and attitudes. 

3. Tne principal must play a major role in her own evaluation. Professionals 
who are involved in the design, delivery, and assessment of their profes- 
sional development are more likely to change their behavior. 

4. Specified criteria, along with individual performance goals, are the basis 
for evaluating the princijpars performance. Clear expectations and stan- 
dards are as essential for the improvement of the principal's performance 
as they are for student learning. 

5. Supervision is the overarching set of behaviors that characterize the 
supervisor-principal relationship; evaluation is the highest level of cogni- 
tion, essential to professional development. Evaluation is a cognitive pro- 
cess that compares performance to a standard and identifies strengths and 
weaknesses to give direction for future efforts. Both formaHve and sum- 
mative evaluative processes are necessary components of performance 
evaluation. The processes associated with supervision and evaluation are 
intertv^d, interrelated, and inseparable. 



Defining Expectations of an Instructional Leader 

We hold high expectations for principals' performance as instructional 
leaders. However, merely holding such expectations is not sufficient; they 
must be madt explicitly clear to the principal in word and deed. This 
bent:lts the principal and the supervisor alike» for it focuses effort and 
attention on priority activities. Our expectations for the principal's perfor- 
mance follow the four major categories of activities presented in 
Chapter 1 in the definition of an instructional leader: resource provider, 
instructional resource, communicator, and visible presence. 

Resource Provider 

Human resources are key to effective schools; therefore, the principal 
is expected to treat the staff with the highest respect and care. Teachers 
are assigned with regard for their teaching expertise. Care is given to 
balancing teaching teams, grade levels, or departments to provide a variety 
of styles and approaches. The school schedule reflects the artistic devel- 
opment of the staff and provides a flexible framework that permits routine, 
daily interaction among professionals. District staff members are incorpo- 
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rated into the school's team of professionals, providing support and special 
expertise at the principal's request. 

The principal provides instructional materials adequate for the staff to 
deliver the curriculum, including textbooks, supplies, and equipment. The 
budget reflects the priorities of the school, and the staff contributes to its 
devel(q)nn^nt. The principal has a clear grasp of district and building finances 
so that this information can be sliared with the teachers as they help design 
each year's instructional budget. Information of all sorts constantly is 
shared with staff— insights from professional journals, district items of 
interest, parents' concerns. Staff, parent, and student advisory groups 
contribute to the decisions that govern that school, ftople feel valued for 
their opinions and express pride and ownership in the school. Finally, the 
principal is ahvays alert for external resources to link with the school's 
resources, and staff development options are made available. 

Ho^v, then, does the principal's supervisor assess the degree to which 
expectations are being fulfilled and the areas in wliich inservice training 
or remediation measures are needed? One way is to collect and observe 
some specific outcomes, behaviors, and ''artifacts." For example, the fol- 
lowing indicators can be used to evaluate the principal's performance as 
resource provider. 

1. Teaching assignments match the expertise of the staff. 

2. The master schedule gives team teachers common planning periods. 

3. School- and district-level staff members work together to assess student 
needs or to develop curriculums. 

4. A sufficient supit^ly of materials is maintained and stored in organized 
and accessible areas. 

5. Records of meetings show how staff members have been involved in 
budget decisions. 

6. Staff meetings are organized as instructional episodes, with the principal 
serving as a teacher or facilitator, encouraging participation through use of 
small- and large-group processes. 

7. Practitioners' workshops, retreats, and sharing of new ideas show the 
principal's leadership in seeking additional resources and opportunities. 

Instructional Res lurce 

The principal should wholeheartedly practice clinical supervision, "su- 
pervision up close" (Goldhammer 1969). The puri)ose of frequent class- 
room observations and dialogues with teachers is the improvement of 
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instruction. An ongoing conversation about students' learning and teachers* 
teaching methods focuses on the mission of the school. Teachers may be 
observed seeking out the principal for ideas or to be a sounding board or 
their ideas about teaching. A variety of observational methods are em- 
ployed throughout the school, and all staff menjbers are invdved in some 
way with cdleagues in peer observations and "coaching'' or idea sharing. 
As with Little's (1982) 'norms of collegiality," the culture of the school 
reflects a bias for change and an adaptation of teaching styles and strategies 
to nfieet the needs of the students. Staff evaluation is perceived as a natural 
complement to the clinical sup*Brvision processes, and the teachers and 
principal take part in evaluating their own and their colleagues' teaching 
performance (Alfonso and Goldsberry 1982). 

Central to the supervision and evaluation model used here is Bolton's 
(1973, 1980) conceptualization of a cyclical model with three well-defined 
phases: planning for evaluation, collecting information, and using informa- 
tion (Figure 3.1, p. 44). At the heart of this model is the idea that evaluation 
is an ongoing process. 

During Phase I, goals are established by the school as a whole and 
by each teacher. At the beginning of the year, each teacV^r establishes 
personal performance goals related to school, district, and individual prior- 
ities. Strategies and action plans are identified and calendared. As part of 
the evaluation design, the principal and teacher identify means for collecting 
data and assessing progress and achievem,ent. During the course of the 
year, the principal completes a series of clinical supervision cycles that 
iiKlude pre-observation discussions, classroom observations, and post- 
observation feedback conferences. These activities are included in Bolton's 
Phase II, data collection. The cycles represent one method of gathering 
data about the teacher's performance that year. 

About halfway tiirough the year, the principal and teacher discuss 
pr ogress on the annual goals and, if necessary, adjust or revise them. The 
principal has the opportunity to suggest alternative resources or to provide 
support to the teacher who may have had difficulty with one or more of 
tlie goals. At the end of the school year. Phase III includes a final conference 
to discuss the^ daU^ that have been collected by both parties. Collabora- 
tively, the pnncipal and teacher decide which goals have been achieved and 
how the teacher's performance measures up to the standard criteria, They 
establish some tentative goals for the upcoming year. 

Not every teacher benefits from a standard supervisory approach 
(Glickman 1981), and principals should vary their approach according to 
the needs and styie of each teach -r. For most, the collaborative approach 
will prove most effective. For a few individuals, a direct approach with 
O specific ''assigmiionts" is more beneficial. The direct approach is recom- 
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Figure 3,1 

Bolton's Three-Phase, Cyclical Process for Evaluating Personnel 

(Bolton 1973) 
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mended for new teachers or for those who require remediation. For other 
individuals, a nondirective approach may provide the most supportive su- 
pervision. These teachers, called "professionals" by Glickman (1981) and 
"omnivores" by Joyce, Hersh, andMcKibbin (1983), respond to a suppor- 
tive, hands-off approach that puts them in a leadership role in the design 
of their own evaluation plan. 

These and other examples of evidence can be used to evaluate the 
principal as an instructional resource: 

1. Teachers discuss instructional issues in the staff room and with the 
principal. 

2. The principal maintains a checklist for classroom observations, noting 
dates and frequencies. The goal is to complete one clinical supervision 
cycle per day 

3. Accurate, timely write-ups of post-observation conferences are given 
to the teacher, and a copy is kept for the principal's reference. 

4. Teachers are involved in the examination and analysis of observed data. 

5. Teachers cdlaborate with the principal in the design, data collection, 
and analysis and evaluation phases of their own annual performance eval- 
uation. 

6. Teachers observe in each others' classrooms and give lielpful feedback 
to each other. The principal supports this activity by providing release time 
through budgeting for substitutes or by taking a teacher's class from time 
to time. A record may be kept of such activities, and budget reports show 
the way resources have been directed toward this activity 

7 Each teacher's evaluation design, including annual goals, is available for 
review. 

8. The annual written evaluation for each teacher reflects highlights of this 
unique year, goal accomplishment, performance evaluated against estab- 
lished criteria, and tentative goals icr the year to come. 

9. The principal is specific and assertive in folfowing contractual and legal 
requirements for teacher probation and performance remediation. Staff 
members whose performance is judged to bt^ deficient receive intensive 
support, and the process results in either improved performance or ter- 
mination ot employment. 
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Communicator 

Communicating effectively in an organization requires skills beyond 
the interpersonal level, As instructional leader, the principal must be able 
to devetop a sound and trusting relationship with the staff by behaving 
consistentlj? objectively, and fairly overtime, Rules for communicating must 
be made explicit regarding the content and the processes that are accept- 
able within the culture of that school, What topics, for example, may be 
discussed qpenly by the entire staff? By parent-staff advisory groups? By 
students and staff? By supervisor-teacher dyads? What structures and 
processes will be used by what groups to make which decisions about 
governance of the school? To wb-^t degree will autonomy be given to the 
staff in the decision-making process? Which decisions will be made by the 
principal after asking for staff input and advice? How do building decisions 
fit into the scheme of the school district's processes? All of these questions 
shouW be answered through the principal's leadership and communication 
with the staff (Smith 1989). 

Processes are all-important. Ine principal models commitment to 
those processes in establishing school goals together with the staff, par- 
ents, and students. Resources are committed to the goals, and evaluation 
systems are established. FVequent reference is made to the goals, and 
classroom observations, inservice topics, and faculty meetings focus on 
those priorities. 

A clear vision for the schod is articulated by the principal to the point 
of redundancy Through slogans, themes, logos, and reminders, the prin- 
cipal inakes it known that everyone in this school is headed in the s-^me 
gei aral direction. Individual teachers may choose different means of 
achieving this, emphasizing different strengths and interests, but the ov- 
erarching diiection supersedes individual whim, 

FVequent feedback is given to teachers after classroom visits, to cus- 
todians and secretaries after performance observations or special contri- 
butions, to students for achievements of all kinds, and to parents for their 
support and efforts. Further, the principal employs a consistent ''feedback 
loop" to tell those invoh^ed in the decision-m^iking processes how their 
input or invohrement affected the final outcome or decision. Regular bulle- 
tins and newsletters are published for the staff, parents, and students. 

Each year, the principal reviews the expectations for staff performance 
and the system to be employed for clinical supervision and evaluation. 
Roles of peer observers and coaches are clarified. Staff members are 
involved in establishing priorities for inservice training and staff devel')p- 
ment activities. Faculty meetings are well-organized "instructional epi- 
sodes," The principal has clear objectives, involves participants to promote 
learning of the objectives, adjusts the time or process to meet needs that 
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arise during the meeting, and has methods for closing the meeting to be 
sure everyone understands what was discussed. Careful planning for all 
meetings ensures they are worthwhile and do not waste time on items that 
can be handled elsewhere. 

Data that may be used to assess the principal's performance as com- 
municator include: 

1. Written procedures for making school decisions delineate clearly what 
content will be discussed by what groups to what outcome. 

2. Staff meetings are well organized and reflect careful planning with 
regard to objectives, activities, participation, and closure. 

3. School goals are publicized in a variety of ways. They are referenced 
by the principal in budget allocations, newsletters, and reports to the 
supervisor. Tbachers and parents can verbalize the school's goals. 

4. The school's vision is publicized overtly through themes, logos, or 
statements. 

5. Written messages are giv-^n to the staff, parents, and students by the 
principal as recognition for theii' accomplishments. 

6. Individual staff members can describe the evaluation system and the 
principal's expectations for their performances. 

Visible Presence 

The principal who is visible in the school truly seems to be every- 
where: in hallways, staff rooms, classrooms, the boiler room, the cafete- 
ria; at the bus loading area at strategic tjnes; at school plays, sporting 
events, concerts, and other special programs. Always there at assemblies, 
the principal helps to reinforce standards of behavior and supports faculty 
and student participation. 

Visible principals do many things at once. On the way down the hall 
to visit a classroom, she talks with several students, a teacher, and a 
custodian. A handy note pad may be used en route to jot down tilings to 
do or remember 

The principal's secretary is polite but firm when parents or others 
appear u Ihe office and ask to see the principal. The response might be, 
"Ms. Johnson ?s observing in a classroom for the next hour May I schedule 
an appointment for you when she returns?" Never does the secretary 
remark, "Oh, she isn't at her desk now" 

The day begins early for the principal, who makes a quick walk- 
through to greet custodians and the kitchen staff. Special events or jobs 
of the day can hv. described to staff members ahead of time. 
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Drop-in classroom visits are frequent, and the principal enjoys talking 
with students about their work, assisting some, or participating in a class 
activity. Because such visits are a familiar occurrence, the teacher and 
students seldom vary their routine to acknowledge the principal's presence. 
Clearly, the principal belongs in this setting, 

Rrequently the principal participates in staff development or inservice 
courses. In fact, the principal attempts to learn new curriculum content or 
a teaching skill by practicing in staff meetings or classrooms and talking 
about thos2 experiences with staff. During classroom observations, the 
principal may ask to see the teacher use one of the skills from a workshop 
or to teach some aspect of content being emphasized, 

A number of examples illustrate ways in which the supervisor can 
evaluate the principal's skills at being a visible presence: 

1. Drop-in visits to the school find the principal "out walking around the 
campus" or visiting classrooms. 

2. Attending student assemblies on occasion, the supemsor notes how 
the principal interacts with students and the staff, 

3. Shadowing the principal for a day reveals the methods by which several 
things are accomplished ?t once, 

4, The secretary often tells the supervisor that the principal is **out in the 
classrooms'' or ''in the cafeteria," 

5, When dropping in classrooms with the principal, the supervisor notes 
that students and the staff go about their business as usual, 

6, Tne principal makes a staff development activity one pertormance goal 
for the year. He demonstrates a new skill for the supervisor 

In this chapter we've seen the kinds of behaviors that can be expected 
of principals who are instructional leaders. In the next chapter, we take a 
closer look at seven real principals who are living up to those expectations 
in their daily routines. 
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Instructional Leaders 
in Action 



Many principals are already instructional leaders, and we turn now to 
seven who are providing instructional leadership for their schools at the 
elementary, middle, and senior high levels. These seven were identified 
during the design of a new program* at the University of \\^shington for 
preparing school principals as instructional leaders. The anecdotes in this 
chapter are based on information from teams of educators who observed 
and gathered data in the prinripals' schools.^ 

As you study these principals, note the clear differences in their 
styles. For example, at the high school level we have Al, who is seen as 
quiet and reflective; nothing seems to ruffle his feathers. Al is not a 
newcomer to the school district where he is principal but has a long family 
connection to the community he serves. Another principal, Jan, is seen as 



'Details about the desif?n of tliis program, which was funded by a grant from 
the Danfortli Foundatioti, are set forth in "The Danforth Program for the I^repa- 
ration of School Leaders," available from the University of Wasliington, College of 
Education, Seattle, WA 98195. 

niie three-member teatns itKluded professors, graduate students, and public 
sch(K)l administrators who were traiiKiu in portraiture metlvH^nlogy developed by 
Sara Lawrence Lightfoot and explained in (wodHif^h School i \ ^raits of Character 
and Culture (New York: Uasic B(M)ks, 1985). The seven pruitipals selected for 
description here were among the teams' portraitures of schoi ^. 
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a no-nonsense, data-driven leader. Both impressed us as examoles of high 
school principals who have found their own way to overcome the barriers 
that many e\perience when attempting to be instructional leaders. 



The home of the Vikings is the largest of three district high schools, 
serving 1,250 students in grades 10-12. Set in a predominantly white, 
middle-class community, the school population has only a dozen minority 
students. The district is growing, and the old and new are juxtaposed, 
illustrating what the area was and what it is becoming. Close by are new 
homes, apartmc^nt complexes, and condominiums; a dairy sign advertising 
fresh milk is evidence of a fading pastoral countryside. New multi-unit 
dwellings lie across the street from small, single-family homes constructed 
in the 1950s and '60s. 

The high school campus, built in 1964, is located on a hill in the midst 
of a residential area, creating a quiet neighborhood atmosphere. The un- 
joined one-story buildings surround a courtyard with a center area like a 
Roman forum. Students congregate there at lunch, enjoying the sunshine 
or the company of friends. The separate buildings house each of the 
school's nine departments and a gym, cafeteria, library, and spacious coun- 
seling department. 

The school principal, Al, in dress and demeanor, presents a solid, 
calm, neat appearance. The day of our interview, a Kiwanis pin adorned 
the lapel of his trim, navy blue blazer. His unruffled exterior is perhaps a 
reflection of an inner peace. "Nothing surprises him. He's very calm, 
easygoing. He has a wide comfort zone," say teachers. "Al's perspective 
on the job is: To show up for work and take what comes, you have to be 
flexible, you don't plan every minute." An outwardly kind and gentle person, 
Al ft'equently describes himself as quiet or shy Yet both are attributes he 
has worked to overcome as an administrator *Tve had to icam how to 
perform, and I don't know which it is I prefer anymore." Tfeachers, parents, 
and students remark on his sense of humor. "Al jokes without losing 
respect. He maintains a balance but is a good sport." They reflect good- 
naturedly on a popular assembly where Al "does skits and will even get a 
pie in the face." Al is recognized as an integral part of the faculty 

Al is both a part and a product of his sc*^ool district. The athletic field 
s named after his maternal grandfather, a IochI coach and teacher with high 
community standing. Al proudly describes the influence and example of his 
father and grandfather and of Ws grandmother, who was a teacher for 30 
years. Al has carried on the tradition and is involved with a variety of 
community programs. He uses his connections to help kids by raising 
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money for scholarships. As we approach the high school — a reconvertt ' 
elementary schod— Al points to the classroom where he attended 1st 
grade. His strong sense of school and community are interwoven into the 
fabric of his being. He "gets involved, puts personal time and effort in; it's 
not just a job, he makes it part of his life/' 

He learned to imitate outgoing qualities by watching his father. "I 
never felt as outgoing; he was a peqple person and I always respected that, 
but by being around him I naturally picked up some of those same tend- 
encies over time/' A sensitive person, he s^-netimes shelters feelings and 
may appear to some as ak>of. He relates that the adage "still waters run 
deep" accurately portrays him. His struggle with his intuitive-reflective 
self and his outgoing sioe has given him a deep understanding for others, 
"j working with kids and teachers, [I have found that] those most reserved 
or resistant nave strong feelings and they're not comfortable in showing 
it," says Al. Perhaps a parent best summarizes the personal characteristics 
of this principal: "He is strong, forthright, and energetic, a principled 
principal Not affable, but that goes atong with his demeanor." 

The belief that everyone can learn permeates Al's philosophy "Every- 
body can learn, and adults can change* You can teach an old dog new tricks 
if vou give him a reason/' Al supports teacher learning through a "lottery." 
Each Monday, ne and his assistants draw a name from an envelope. The 
teacher selected is released for a half day to "obtain a learning experience 
elsewhere." Tfea:hers attend workshops, read, or perform any activity of 
their choosing that helps them grow professionally Teachers interviewed 
were enthusiastic about the lottery "If teache/s learn new things, that 
provides a good model tor students." Al's high trust and regard for teachers 
as professionals is evident: he dc ^s not insist on a report of the release- 
time activity "We are trusted and treated as professionals," note appre- 
ciative teachers. 

Ai > imself models continued learning. "He is well read, always looking 
for soniething new, n^aching out to learn more from other people and books. 
He keeps us a growing community, always being challenged." He photo- 
copies educational articles of interest and places them in the faculty room. 
He talks with the different department heads to provide support for trying 
new ideas. Parents aLso comment on his knowledge?. "He's very informed; 
[lie] impresses you as a person interested in education. Hf reads research 
and is good at getting a point across backed up by go 3d information." 
Students commend him as open t ) new ideas. "That's neat, I think," the 
Associated Student Body (ASB) vice president responds. Consistent with 
his beliefs that everyone can learn, Al "models professionalism/' 

Ilerhaps his most strongly held belief is also his most controversial. 
Al believes that people get hurt by labels. His feelings found articulation 
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after he read a hock on tracking, "When I read the Oakes book, it made 
sense why Tve been feeling like I have/' He tried to eliminate the bottom 
track so all kids feel like they are incl ed in the student body. Students' 
self-worth is a priority for Al, and he cites one experience that shaped his 
belief: "One of my best friends struggled in schod and now is running a 
multimillion-dollar corporation. But our valedictorian ended up in prison. It 
doesn't matter what someone's potential is, it's what they're doing at the 
moment," Al feels that tracking and labels put too much pressure on kids 
for grades, and there is a "need to get back to considering values." 

Al's beliefs about tracking have influenced educational ideas and pro- 
grams at this school. He talks about a special education student who 
inadvertently registered for algpbra and got an A in the course because 
"nobody tdW her she couldn't," Everybody should be able to try something, 
he insists. He believes in encouraging students and not letting kids think 
they're not good enough, 

Al notes that his experience supports the research that student in- 
volvement in activities correlates with future success. The school band, 
numbering 180 students, is a testimony to his encouragement of student 
activities. Mu iy agree with his "vision of a well-rounded school," He does 
not "lump everybody L one group? he sees kids' individual needs and 
provides for them," One student, recently returned from drug treatment, 
expressed appreciation for the schod's diversity "A lot of schools focus 
on academics. This one has a tot of stuff for kids, like After Care" (a follow- 
up tr'^atment program), A parent notes, "We have both ends of ability; his 
perspective is to find a place for everybody" 

Not unexpectedly, the most disagreement with Al's philosophy of 
labeling and tracking comes from the accelerated/honors-class advocates. 
Over time, Al has decreased the number of honors classes. The vice 
president of the student body, among the dissenters, asserts, "He does 
not agree with accelerated programs, and I disagree with that. He thinks 
it labels people. He wants the strong to help the weak, I feel students are 
helped in accelerated programs as they go at their pace." He relates the 
problems capable students usually have with heterogeneous grouping, such 
as boredom, and the problems low-ability students have, such as frustra- 
tion, Tfeachers may agree with protecting the less capable, but others agree 
with the ASB vice president that accelerated students get frustrated, too. 
"We don't see eye to eye," relates one teacher, "I like things more tracked. 
I think students should be challenged," Yet even those who disagree believe 
that tu truly has the interest of students at heart, "He tries to do things 
that make good educational sense. Some issues may not be weO received, 
but he focuses on students and why we're here. He's sincere about it." 

Al is spontaneously described as accessible, a good listener, trust- 
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worthy, and not wishy-washy. "He is diplomatic in getting results without 
offense/' Accessibility is important to the staff; he is available and always 
there. Commenting on his ability to listen, some commend the depth of 
his attention. "You know you can come to him and suggest an alternative 
and he will seriously listen, not just give lip service. He will support you 
when deserving, but he will correct if nerr ^sary. He s very fair." Students, 
too, appreciate approachability "He takes time out of the day to say, 'How 
are you?' He doesn't put himself on a big level" Anotlier student notes a 
personal experience. "I got my purse stolen. I was crying and he talked to 
me, ahvays listening with his eyrs and ears. He helped me through that." 
Another person noted, , "Listening is one of Ws greatest qualities. He 
doesn't give me the impression that he's not hearing, even if he disagrees." 
A key secretary spoke for the classified group. "He talks to us, not at us. 
We feel very confident in him. He doesn't participate in gossip, cronyism, 
or the '^od (A* boy' network." 

Many recognize th?t a principal has the power to help or harm through 
the distribution of resources. "When we go to him, he really listens to our 
request and if he can do it, he does. He is supportive of the music pro- 
gram." The head of the building inservice committee lamented that allo- 
cated money was spent for the year. "But," he said, "I know if someone 
comes in and wants to go somewhere I can say, 'Go see Al,' and he will 
use his discretionary fund." 

During his first year as prini ipal, Al created an ad hoc group to deal 
with faculty complaints. The Faculty Administration Communication Team 
(EA.C.T.) was "a ready positive tiling." Faculty members could channel 
complaints anonymously to group members, who discussed concerns with 
Al and made minutes of their meeting public. The team is described as an 
effective vehicle fiDr defusing situations and solving problems when a chanpe 
disturbs the existing culture. It is also an example of how the school culture 
influences the principal. "I've had ' ) learn a lot of patience instead of 
jumping to conclusions," Al says. The FA.C.T. was instrumental in chang- 
ing some of Al's views, both the staff and the principal concur "Al had 
some misperceptions wlien he came here, and in time he saw some of the 
weaknesses as strengths." The EA.C.T. rarely meets anymore — a result, 
notes Al, of problems being solved. 

Al is often required to make a judgment call on a situation, and the 
staff notes his ability to work with ambiguity "With Al, nothing is black or 
white: it's gray Others have gone by the b .x>k. Al works in the gray area. 
He's flexible, tolerant." He is also noted for his one-on-one relationships, 
"rie does a I'^t of contact won: in the faculty room. He gets a tremendous 
amount of work done there. Al is never the last person to know anything." 

He is open to risks and sincerely believes in improvement. Each year 
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ht lAs the faculty to complete an anonymous, open-ended report on the 
ye?r and their concerns. He makes it known that he values their honest 
1 Lsponse to two questions: ''How has my performance met your expec- 
tations? What area should I devote more time to improving?" Of himself 
he says, "I wonder all of the time how Tm doing. I agonize over everything 
but if I feel a direction in my gut, I'll go for it." 

The principal and the two assistants work closely together, meeting 
frequently to share ideas or solve problems. The staff and parents view 
the threesome as a unit. 'It's not just he [the principal], bxX the adminis- 
trative team." Some note the difficulty of talking about one without includ- 
ing the others. Al meets with his two assistants every Monday morning to 
discuss the week ahead, write the bulletin, and organize for the week. 
They frequently touch base throughout the day to monitor the progress of 
a problem discussed earlier. Al s penchant for sharing includes not only 
information and decision nnaking but the credit as well. In return, he has 
the loyally and respect of his team. 

"Working well as a team" rated highly in the faculty year-end evalua- 
tion of the principal. Parents speak in team language and describe the 
administration in general. "It is a very supportive administrative staff. They 
respect me as a person and will listen. They are accessible." 

Al's ability to delegate is frequently mentioned by the team as a 
strength and source of professional growth. "He gives me the ability to do 
what I need to do and doesn't restrict me. He doesn't say no, but encour- 
ages you to take it to the max." Administrative responsibilities are divided 
among the three, ^lach evaluates a third of the teaching staff and assumes 
specific areas svch as budgeting or scheduling. Al does not interfere in the 
areas assigned. An assistant notes, "He delegates with the clear expec- 
tation that it will get done. He promotes ownership but is behind the 
scenes." 

His most frequently used "behind the scenes" technique is to listen, 
offer advice, consult, share information, and start informal dialogue. At the 
end of one school day, Al met with a teacher in preparation for a school 
board presentation. He followed her lead in the discus^on, listening atten- 
tively, nodding, and offering reassurance or reinforcement. Occasionally, he 
embellished a thought by adding an idea or detail, all the while taking notes. 
When the presentation was solidified, Al concluded with an encouraging, 
enthusiastic approval. "Do it!" he said. "You give the information you're 
comfortable with. I'll fill in." Al gives priority to people, not policy, and is 
unafraid to bend or challenge rules when necessary 

Most of the responsibility for routine work and curriculum develop- 
ment is delegated to department heads and their staff members. Al orga- 
nizes occasional department head meetings, releasing teachers for a half 
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day or a full day so they have thm* te "iihare and discuss," "UsuaUy, we 
meet at 7:30 a.m. and pass out mformation. In the hilUday session we had 
time to speak our piere. I teii tr.e camar;:iderie; we talked about integrating 
the curriculum." M co icurs: ''You need th: time to sit down with a man- 
ageable number of fdks wh^n yo^^ ran exchange ideas. They enjoyed the 
time tojicther and being hr on board." Generous time during the 
school day contributes to 'i^v;artnK.7rL sharing. ''We get as much department 
h^ad tim?, as we He aUow^f; itexibility in scheduling or provides 
sub-'ututes so we tm do curriculruvj development." 

Al encour'\:4es department h:',^A^ t^o play a linking role from their staff 
r>: /pl'Ci . to tlie t>nncipal. "Iv/enty nucr(:;scopes were broken and I took 
Uio problem to Al," : dates one department head. "He got $1,000 to fix 
tnem," "DepartUiej?i h^vi? ; / d \)ig n)le in carrying concerns to the 
princiiXil and s V-tcrtn. :i??iyy between Al and the department." A 
lot of f.o\v^^r cfecisK^n makiv.^^ is still centered with department heads, 
but. ii^i A; notes, We dot a h^v<\ :i lot of meetings because we don't have 
to." Al U' res department h3?x^y (or some of the operational, repetitive tasks. 
Ad hoc iiroups are fonreo rr. im\i\k the unique, such as the proposal for 
''Schools ibr the 21st C /r ^c.i v/' a competitive state grant. ^ 

The staff has bt* liircrested in cross-department sharing and building 
time into the school day for staff development. A proposal developed for 
the 21st Century grant reflects the vision. The development d the proposal 
began when Al heard about the legislation. He began exiMaining the leg- 
islation in "small doses at faculty meetings" and informally You ''gotta plant 
seeds and keep watering *em," Al says. He approached teachers but didn't 
seek anyone in particular to serve on the planning comimittee. Some vol- 
unteered to work on the proposal, and eventually a group of seven or eight 
people became the core organizing and planning group. Participation by 
the others varied because he *'ahvays left the process open to anyone." 

The proposal became a vehicle for the whole school to continue 
growth, challenge, and new learning. It was as though the previous sbc 
years of work with the reform movement had been pulled together, and the 
proposal acted as a catalyst. Al sees the proposal ''as a vehicle to get to 
where weVe going to get sooner." The ideas in tlie proposal represent the 
involvement of many, over time, and there is a consensus that, if the 
proposal is not funded, "we'll do it anyway" Al's handiwork is noticeable in 
the whole process. He had the idea and "pulled the faculty along." Everyone 
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is aware of the importance of the 21st Century proposal, and students 
relate with pride that he wanted their input. Al presented the 21st Century 
pr'^posal to the ASB and "got real excited and enthusiastic about it/' a 
contrast to his normally calm demeanor "He likes new things and I think 
he believes youVe got to change to grow/' said another student. 

After continual adjustment to "iron out the wrinkles/' the original 2- 
page set of ideas btossomed into a 30-page document. A few staff members 
were concerned that the prqposal would mean just more meeting time. 
But after discussions with individuals to determine if objections could be 
accommodated, the final vote was unanimous approval of the proposal. 

Al has worked to develop a climate of support and trust at his school, 
while simultaneously planting seeds for new ideas. "He's a tot different 
from anybody 1 ever worked with. He has so much trust and faith that you 
won't let him down. There's a lot c»f things I don't agree with him on, but 
it's easy to do a good job because he expects it/' 

A Strong Captain^ a Seasoned Crew 

As you descend the short, spiral driveway leading to the parking lot, 
the substantial size of this high school is apparent. The street level, 
elevated in terraced fashion above the parking lots, rises significantly above 
the roof tops of the school buildings. The school is nestled in an area of 
heavy traffic, and location is a weakness noted by students who describe 
the campus as unattractive and "in a gully" A short walk down a steep 
concrete stairway takes the visitor to a buildin;^ marked "Administration 
Office." This terraced descent is symbolic of a physical and mental depar- 
ture from the ''outside world/' The neatness of the campus grounds is 
impressive, and the brightly blooming spring flowers are evidence of the 
principal's specific efforts to improve the school's appearance. But as the 
1,420 students converge in the hallways, "people get careless with trash" 
and litter becomes a problem. Custodians work on the school grounds 
throughout the day On her way down the hall, the principal often stops to 
pick up paper, a pop can, or other refuse, which she promptly deposits in 
a nearby receptacle. "She's trying very hard to keep the campus neat," 
says one parent. 

Jan, the principal, has been in this position for six years. However, 
she has influenced the school since its opening. She taught here at the 
beginning of her career 24 years ago and later became science department 
head. Visitors are impressed by Jan's businesslike demeanor, exemplifipd 
by her gray suit, white shirt, and necktie. Her rational approach to school 
management is evident throughout her daily activities. She emphasizes, for 
example, gathering complete and thorough data before making decisions. 
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"Getting data is the real key; that's the physicist in me, , , , The best 
decisions are made with the most data/' 

Hei educational beliefs are well articulated and permeate the organi- 
zation. From the beginning of her tenure, she made it clear that professional 
growth is expected from all. She places a strong emphasis on improvement 
of instruction and staff development, Tfeachers should "be better at the end 
of this year than last, and I want that reflected in instruction skills, not in 
cleaner files," There is no question who is in charge of learning at this 
schod, Tfeacher observations occur more frequently than required by law. 
Department heads, trained in clinical supervision, observe teachers twice 
yearly, in addition to two observations by one of the three administrators, 
Jan focuses her energies on "evaluating teachers and designing proactive 
improvement programs," The assistant principals are "very good at man- 
aging the school" for the day-to-day (derations such as sdieduling, atten- 
dance, and student activities, "I don't do much of thac these days," she 
reports. 

Improvement is a full-time, never-eiiding job, "You'll see us always 
working on something," Teachers have yearly goals, overall school goals, 
and department goiJs. The staff was involved in a self-study in 1988 that 
focused on the development of a propocal for the Schools for the 21st 
Century grant. Growth is "energizing" to Jan, and she repeatedly conveys 
this vision to st:iff and community "I say things that create moods, like 
'We're simply the best; we're committed to excellence/ It is interesting 
how these statements show up throughout the year and for years to come," 
she said. 

Her no-nonsense, "tight-ship" approach punctuates the interview. Jan 
is a self-described "strong leader" "I know how I want the school to be 
run. But I learned a long time ago you can't just impose that on people," 
Her need to drive the staff airi her realization that change occurs slowly 
are philosophies she continually juggles. Waiting does not come easily to 
this advocate of change. She imagines an earlier time when a leader could 
impose decisions unchallenged and notes that patience is an attribute she 
has had to learn. For example, during the last two years, gi'eater skills in 
reaching consensus have been required because of a new agreement that 
empowers teachers through school decision-making councils. Helping staff 
members make decisions for themselves has rewarded her practiced pa- 
tience, "It works," she says. "Ar impatient as I get with it, we do make 
better decisions," 

A sense of control and desire to be on top of everytliing is evident in 
every detail, including her choice of office location. The offices tucked in 
the back of the administrative wing are more prestigious and spacious, 
with room for amenities such as a conference table. The office Jan selected 
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is small and unassuming but lies directly outside an office area where few 
activities escape her notice. Her door is almost ahvays open as an invitation 
to drop-ins, but also as a way to monitor problems as they develop. 

Recognized as a sincere, caring, and efficient principal, she coininands 
the respect of the staff and parents for her tireless efforts, "She doesn't 
know what her house looks like. It's not a 9-to-5 job with her" She is 
described as a dedicated, hard worker, her office lights are often seen 
"burning late into the night," Some worry that she tries to do too much or 
keep too many things going at the same time, Cunently completing a 
doctorate at the University of Washington, Jan is aware of the implications 
of a demanding schedule. "I have to keep myself well, too; 1 work weeKr, 
on end without a break; that includes weekends/' High expectations, mou 
rigorously imposed on herself, mitigate what sometimes seems m be her 
lack of patience with the slowness of change, Comp^ red to oLhev principals, 
her time and involvement in distriri: and s e activities ih seen as very 
extensive. Her pcJitical clout is admired. 

Although the staff is strong, morale is reportedly low. Declining en- 
rollment has resulted in three y^-*^rs of surplusing tjachers, and those 
remaining have received only -.^n^ minor raise in the past three years. 
"There's some crankiness here/ ^vhich is a i.;ource of distress to a principal 
bent on change, growth, and improvement. A teacher-drawn cartoon placed 
on the faculty room bulletin board captures a frequently expressed senti- 
ment. It shows teachers standing in the cafeteria line: "What are you gonna 
do with your salary increase?'' the first asks. "I thought I might have the 
Jello," responds the second. 

Despite the problems, parents recognize this as an outstanding school 
with an outstanding principal because of her leadership, example, and drive. 
"She pushes you, and maybe the staff sees her as a tough cookie, but I 
like that in a person." Parents support Jan and realize that a principal would 
have to be a strong and skillful leader to influence a staff resistant to new 
ideas. The n^ alarity of this staff is striking. Fifty-eight of the 70 teachers 
have taught for 20 or more years, and 28 of them have logged more than 
25 years in teaching. These !'eachers view themselves as knowledgeable 
professionals, strong and experienced. 

At thc^ end of the student day, the principal begins her toughest work. 
The Faculty Senate meets twice monthly, and this day budget proposals 
are scheduled for review. Now Jan's image relaxes; the jacket and tie are 
tossed aside and replaced by a casual open neck and roUed-up sleeves. 
The signal is clear: this is a working meeting. The school's district has a 
history of support for school-centered decision making and a process ap- 
proach to problem solving. Staff consensus and participation in decision 
maldng is required by the collective bargaining agreement, but it is also a 
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value of the school. The formation of a site council with "real" decision- 
making power has required new skills of principals. A shift from advising 
to decision making has changed the tone of staff-principal interaction, and 
principals are expected to be ''more proficient at making decisions by 
consensus." THal and error and numerous teacher-principal interactions 
are shaping new roles, working them out in daily practice. 

The department heads, administrators, the secretary representing 
classified staff, and four teachers elected at-Iarge assemble in the home 
economics room for the senate meeting. A parent, normally in attendance, 
is absent. The desks are arranged in a square to allow face-to-face dia- 
logue. Jan has provided coffee, and she. returns from the cafeteria with a 
container of almond cookies. These little touches are appreciated by a tired 
staff not looking forward to a budget battle. "Organized and efficient," Jan 
has prepared all of the necessary data to begin the discussion. A work- 
sheet divided by columns lists each department's last allocation, the 
amount remaining, and this year's request. Going alphabetically by de- 
partment, each spokesperson reviews an itemized request and explains 
the justification for the amount so "we understand them all." Several teach- 
ers indicate items they could voluntarily cut. However, requests still total 
$30,000, and more cuts must be made. Questions and conversations are 
surprisingly cordial, and laughter occasionally fills the room over requests 
like "teeny beepers" for the library During the dialogue, the science de- 
partment head sits by a computer and deletes agreed-upon items. The 
current balance occasionally is reported as the staff strives br a balanced 
budget. Suggestions and alternatives to requests are offered by others, 
and sometimes the principal volunteers "to scrounge around" and find 
something that could replace a purchase. Yet one continually senses that 
the principal is in control. Few harsh words are allowed and reports proceed 
without incident. Jan is purposefully "aggressive at managing the process" 
and feels strongly that it cannot work unless "people behave themselves." 
Although some view this control as a lack of openness to dissension, it is 
"not Jan's style to let people get on each other," reports an appreciative 
teacher. "Colleagues fighting" is a repugnant thought. 

Almost two hours later, the last department reviews items, and total 
requests still exceed the available budget by $15,000. "I don't know what 
else we can do as a group," Jan states, and she indicates she will do some 
"individual negotiating" with teachers to see if other items can be deleted. 
No one disagrees and many seem happy to relinquish th(j final decision 
and leave school life behind for the day The senate members nod in agree- 
ment or remain silent as Jan reminds them that this is "what we've been 
doing for a few years." 

"Jan's pretty sharp," offers one observer. The staff is not in open 
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"rebellion against the administration," as in other idaces. Jan would prob- 
ably agree. "I've been doing this awhile and Ym halfway gqod at it. People 
who are fairly good niove on by now. This is wliat I like to do so I stick 
with it," Not everyone would choose to be a high schod principal with its 
multiple demands and diverse pulls of a strong staff. Jan likes the challenge. 

The nexi two portraits describe middle/junior high school principals 
who are instructional leaders. As you read the portrait of Bob in "Good 
Communicator/' you sense that in mar^ ways he is more like Jan in "Strong 
Captain'' than like Al in "A Seed-Planting Viking!' Bob is aggressive, 
demanding, and data driven. The principal from "A Leader of Complex 
Transition," Sally, is an articulate, skilled expert in human relations. 
Clearly, Bob is running a school that, for the most part, is "in place," and 
he is a good example of consistency in instructional leadership over time. 
Sally, on the other hand, is a good example of the trials and tribulations of 
a strong instructional leader guiding a reluctant staff from the routines of 
a traditional junior high school to a new, child-centered middle school. 



A Good Communicator 

Located in a comfortable Seattle suburb, this junior high has a cluster 
of buildings, campus style, to serve its student body of around 700. At the 
hub is the administration buikiing. The principal. Bob, was well prepared 
for our visit, with staff and student interviews scheduled for the day 

As we talked. Bob described hov/ he was brought in to "shape things 
up" in a school he characterized as "a country club." Students spent their 
days partyiiig in the woods next to the school, drug problems were severe, 
and teachers arrived late for their classes and "beat the kids out of the 
parking lot." 

Bob changed all that— and quickly He met first with parents. As a 
new principal, he held 16 parent meetings, visited homes, used a ques- 
tionnaire, talked, and took notes. He individually interviewed teachers. He 
then provided the information be gathered to the staff in planning changes 
in the school. At a staff meeting he presented his philosophy for the school. 

At the end o*' three years, with the help of staff and parents, this 
junior high was a changed school, its staff imbued with a pioneer spirit. 
The next challenge Bob met was to improve the curriculum, and he worked 
with stuff members in response to suggestions from John Goodlad. Teach- 
ers report that Bob has been a powerful force as an instructional leader, 
committed to spending time in the classroom helping teachers with their 
instruction. 
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As he spoke of his school, Bob discussed the need for control— how 
things had been out of control when he took over and how he had achieved 
control. But on the wall of his office are framed color photos of quiet, 
charming one-room country schoolhouc ^s in Pennsylvania, Nebraska, and 
Montana, which his mother collected for him on her travels throughout the 
U.S. This unspoken quality displayed on the wall, caring for others, is 
apparent in the way that members of the staff speak about each other and 
about Bob. 

Bob's staff describes him as forceful, honest, up-front — the authority 
who makes the final decision. At the same time, they speak of the trust 
he places in them, his support and encouragement of tlieir ideas, and how 
highly they value tlieir autonomy as teachers. Bob did not speak of the 
harmony within departments, or how he encourages positive interpersonal 
staff relationships, but his staff did. Complementary traits seemed to be 
balanced in his leadership. 

/ teacher in the lunchroom said, "Bob has the ability to start the 
year with a plan, and all year bng you know the decisions he makes will 
be focused on that plan." He works with the staff, collectively; develops a 
plan; and communicates it. He is decisive and mal:2s the plan happen. In 
this organized, orderly school, respect, an old-fashioned virtue, is key, and 
it everywhere— in the kitchen and in the attitudes of the secretaries 
and the students. Tliis school is very different from other schools that the 
staff has been in. Here, it is like a family 

According to his secretary, Bob uses two decision-making processes: 
an immediate, decisive response when he must, or getting all the tacts 
together and organizing them, which he much prefers. His secretary says 
is much happier when he has all the facts when he is making a decision. 
For example, in looking over interview information for a new secretary, he 
organized all the information on a chart with point values. 

Staff-initiated and developed curriculum has spread from the school 
throughout the district and further Bob expects, encourages, and supports 
excellence in teaching. Teachers report that Tob is an expert evaluatoi and 
has helped them improve their teaching. C^.^^ent goals for school improve- 
ment are centered on curriculum and instiuction, based on the recom- 
mendations made by John (ioodlad. Teacher leadership surfaces; leachers 
are excited about teaching and come early and stay late. The staff (k, scribes 
c nnculum development as being initiated by teachers and supported by 
their principal. Bob tells them, ''Go for it." 

"We have a good staff here." 'Tie has confidence in the staff." "In 
other schools, the staff is dead." Again and again, coworkers commended 
each other Hi^h standards and good judgment are seen in how Bob selects 
varied, talented, and hardworking, people for the staff. 
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The staff is not expected to be concerned with details of nonteaching 
activities. Duties for lunch are taken care of by the principal and the vice 
principal, A stipend pays the supervisor of the lunchtime activity room. 
Orderly procedures for student discipline are followed. Tfeachers are ex- 
pected to monitor the students as they move from class to class and keep 
an eye on those in the classroom. 

Students have access to the adults. One articulate student got the 
librarian's attention; 'Karl, what is it?'' asked the librarian. "I need to talk 
to you, Fm really angry," said the child. "Okay, just give me 10 minutes," 
answered the librarian, who later took a few minutes to talk with the 
student privately An aide emphasizes chat caring about kids is what really 
matters in tliis school. Many staff members believe Bob finds teachers 
who are fine people, with diverse interests, whose philosophy is caring 
about the kids. 

The expectation at chis school is that students w to have problems 
will be heard by the counselors and that the counselors will work with 
students on a decision. That decision may not be what individual students 
want but what is best for them in the eyes of the adult. 

The students interviewed (ranging from special education to honors 
students) spoke of tlie importance of education in their lives. The/ saw a 
good, strong basic education as a necessity for opportunities and choices 
in the future. Although students seemed unaware of what the principal 
did, one certainly expressed confidence in that authority as he told Bob, 
"I told that fellow about all the neat things you do; now will you buy me 
lunch?" 

Students get along with each other very well. An 8th grader mentioned 
that she formed strong friendships in her 7th grade core program. Student'' 
appear busy, sphited, and polite. Students and parents say discipline is 
good, fair, and equitable. "My son was required to stay after school for a 
behavior problem in class. When he got home, he had resoK^ed it, under- 
stood it, said that he was fairly treated, and that he was ai fault." 

Parents were brought into school decisions by the principal as soon 
as he began. Strong connections are maintained with Tbesday morning 
coffees. The secretary sends out personal invitations so that during the 
year every parent is invited to one of the Tuesday coffees with Bob. Parents 
are invoh^ed in curriculum committees and are volunteers in the school, 
li 3chers are expected to communicate with parents about student prob- 
lems, and they do. 

Students, parents, and the new assistant piincipal a/ said that if there 
was one thing to export from their school, it was good communication. 
According to the secretary, Bob never refuses to take or return a phone 
call from a parent. His door is always open to the staff. Bob is very capable 
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in communicating on all levels — with the staff, parents, and studen:;s. The 
staff notes that he communicates clearly, and his message is strong. He 
manages communication by scheduling an appropriate number of meetings 
and frequent get-togethers. 

The staff also says that communication is a two-way process. If a 
staff member is unhappy about another staff member, or disagrees with 
Bob, that person can go into Bob's office and talk it over for a fair hearing 
and a good exchange of information. In the same way that Bob is always 
available for parents, he is also available to the staff. Staff members " id 
that when a teacher grumbles about Bob, it is the teacher's problem. ' xhe 
teacher should see Bob and resolve it." 

By self-report. Bob feels that he is not sensitive enough. One staff 
member stated that ^e is "not as humanistic as people want him to be.'' 
Yet many gave examples of very humane and sensitive actions. For example, 
in an evaluation he said, "You've done a very good job helping someone 
else dut who's been grieving." How Bob knew of this action was a mystery 
to the staff member. Bob encouraged peer support and financial su^^port 
for another teacher in a stressful family situation, Teacheio report him as 
being very perceptive in knowing what is going on in a teacher's classroom 
and an expert in providing evaluation. 

He also gets high marks for his treatment, of women and minorities, 
although it is not entirely natural. He pays attention to it. Aides, o'ten the 
underclass in a school, are well treated. One aide commented, "In this 
school, my needs are respected equally with teachers'." Although the 
socioeconomic make-up of the student population is fairly homogeneous, 
cultural diversity of students is celebrated in a curriculum program. The 
staff perceives his vision as including the "best education for each individ- 
ual." Commenting on positive results for all students in the core progrrm. 
Bob said, "We've learned that 'giftedness' can be how you act on students." 

In any group of people, some have the principal's ear more than 
others, but politics was barely mentioned in Bob's school. 

Several staff members mentioned the changing orientation of society, 
from the permissiveness of the 1970s to emphasis on school improvement 
of the 1980s. The staff finds this "tight ship" with "taut control" a very 
easy place to teach and to focus on excellence, lb a degree, the school 
reflects the community and changing context from tlie '70s to the '80s. 
Parents say this school has become a neat place for kids. 

Now in quieter waters, will the veteran teachers keep their sense of 
mission? As new staff members enter into this work group, unawan^ of 
past struggles and successes, will they buy into the high norms that exist? 
Will sometliing else be needed to reward a hardworking stall? Perhaps 
there will not be that fire and spirit expressed by those on the staff wtio 
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had been involved in he metamorphosis into an orderly school that meets 
high expectations. 

Also, financial resources are currently diminishing. A grant provided 
extra planning time for the core te? ^s, but that money is no longer avail- 
able, and neither is the planning time. The staff felt that its teaching as 
well had been diminished. Since "Bob doesn't rest on his laurels/' what is 
next for the school? 

"Bob intends to make the school the best junior high in the country/' 
said one staff member. Bob is proud of the positive results of the core 
program on student achievement and teacher morale and speaks of manip- 
ulating time to fit instruction. Teachers describe each other as "outstand- 
ing.'' The RE. teacher proudly describes the "no cuts" sports program 
that enables all students to participate in sports. Whatever else happens, 
this school represents important educational values. The structure and 
the order support a strong acadennic program. The bottom line is that the 
child is first, and staff members work together toward what is best for the 
student. 



Articulate and skilled in human relations, Sally began her principalship 
at the middle school two years ago. The school had postponed serious 
attention to the districtwide commitment to change from a junior high to 
middle school concept until she arrived. As a result, Sally inherited a 
situation that was full of potential stress for staff members, students, and 
community The tension revolved around tlie different philosophies of a 
middle school concept and traditional secondary schools. This is clearly a 
school in the throes of complex transition. Some frustrated teachers 
wanted to continue to teach secondary content; now they were asked to 
"teach the kids rather than the subject." The changes include a switch 
from a six- to a seven-period day to add an advisory period for students, 
instruction in blocks of time, and exploratory classes for 6th graders. These 
adjustments have demanded flexibility and cooperation on the part of the 
whole staff. Sally believes that a good leader "has to be truly involved in 
what's going on," and she is. 

In spite of the considerable stress created by this stepped-up tran- 
sition to a middle school, Sally has maintained a strong sense of di; ..ction 
and coniinual'v works to facilitate change and growth. She believes that all 
staff members "need lo be examples to cliildren," and she holds them and 
herself accountable for doing what is right for children in their clas:;room'\ 
Progress toward the middle school concept is slow, but evidence of chaiige 
can be seen this year as "people are talking more about educational is- 
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sues/' She is an ''idea champion'' who rewards innovation, creativity, and 
different ways of thinking and knowing. Sally's vision is a staff committed 
to creating an environment where all students learn. Teaching should be 
designed to give students "tools to use in a flexible, fast-changing environ- 
ment.'' The chemistry of the teachers and children in the classroom is the 
key to making this vision work. Sally would like to see the atmosphere 
relaxed, with the focus on teaching children how to access information, 
how to learn, and how to enjoy learning. The vision for the school is a 
community where peojde care for each other, enjoy learning together, and 
share in mutual roles of good citizenship. 

The staff is organized in teams for interdisciplinary instruction. Ini- 
tially, some teachers would not cooperate with the team concept. Sally was 
"not willing to have people say 'I don't want to be on a team.' " She notices 
this year that teachers are more apt to "get into each other's classrooms 
and share." Certain teams are operating "in name only" and both Sally and 
the teachers involved recognize the need to grow in skills of working 
together toward a consensus model. Next year it will be more possible to 
team teach since the staff has "created common planning periods." Sally 
recognizes the need to restructure the day to encourage people to work 
together. "If you don't provide time within the workday, it doesn't happen." 

Sally's involvement extends to the classroom. She believes a good 
principal "needs to keep involved." Sally would like to be in "several class- 
rooms every day," and she is disappointed that she has not been able to 
assist in instruction that much this year She "likes to take over in class- 
rooms," and she does not arrange a substitute for short periods when 
teachers need to be out of the building. These situations provide her the 
(^portunity to continue teaching. Throughout the school, high expectations 
are held for student learning; kids know that teachers expect them to "do 
our homework and [they] want us to learn." 

The team approach to decision making and program plantiing is evident 
throughout the operational plan. A Program Improvement Council consists 
of 10 team leaders and 2 instructional facilitators. When tlie problems of 
logistics and mechanics are resolved, Sally's goal is to talk with this grouo 
about improving the overall school. Ever hopeful, Sally feels that "the 
potential is great, but we've barely scratched the surface." Teams are also 
extended to student input in decision making. The Student Senate has 
representatives from each grade level and a faculty advisor. They control 
the Associated Student Hody funds, which this year are considerable. 
When we visited, they were deliberating about the precedent they will set 
if they pay for the full amount of the 8th grad(^ field trip and \/liicli atiimal 
they should sponsor for the zoo. Each request for funding is decided by 
the students at tliis meeting, 
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P&rents sit on the Program Improvement Council, and the PTSA is 
being shaped into an active group. Sally notes that the process of getting 
parents invdved is ''a struggling, growing thing/' A spaghetti dinner and 
talent show with 550 people took l^ace a few weeks ago, and Sally laughs 
about the progress. 'Junior high kids aren't noted for wanting their parents 
involved in school/' Yet the need for a growinp, active school-community 
partnership is another goal Sally will pursue. 

Sally is a human relations and counseling expert, and her concern for 
people and their needs is evident in her decision-making style. Her office 
door is open, and she is always availal 'e. Her office is decorated with 
things adult and things friendly to adolc cnts (bodes, dragons, ducks, 
stuffed animals, family pictures, and toys). The physical plant is designed 
in clusters, and classroom space is spread out. Teachers are not conveni- 
ently close to their grade-level team, Sally's concern for human needs 
prompted her not to move two teachers who wiJ retire this year Next 
year, these classrooms will he moved to facilitate team planning and teach- 
ing. The most stressful part of this year has been the change to seven 
periods. Sally had to work to integrate secondary teachers used to oper- 
ating "on a 55-minute clinical hour" and elementary teachers who think 
*'not having the kids all day is terrible." With empathy, Sally notes that 
these teachers have "been doing it 20 years and it's difficult to change/' In 
the short term, change will take longer to accomplish; in the long run, she 
hopes that her patience will gain her the respect and commitment of her 



Sally recognizes that change takes time. She sees her role as a 
facilitator in the process. The transition to the middle school concept was 
difficult, and Sally and the staff learned a great deal in thf. piocess. Sally 
recalls, "I expected too much; I expected people to become more kid- 
oriented by virtue of the fact that we changed to a middle school." Sally's 
understanding of the magnitude of the changes and growth that staff mem- 
bers have made help her maintain patience with the process. "They didn't 
know there was a difference in young adolescence/' she said. Before hc;r 
transfer to this school, Sally was able to fill he facilitator role at another 
school that made a siTK)oth transition to the middle school concept. She 
reminisces about the thorough planning process she helped develop. "We 
had visits tf) middle schools, insei^vice, and workshops; tlic staff was 
ready" On the other hand, at this school the transition had to De accom- 
plished in only one year. Sally feel^i that people "need time in between 
[InseiviceiJ to talk about how it would be for them, how it would work." 

Tht major strength of the school is the teaching staff, which consists 
of "strong people; Td stack them up against any staff." The school has the 
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'potential to be a first-class middle school/' Transition will take three to 
five years to complete. 

The challenge of communication between more than 60 adults in and 
cround the building is a concern. Sally takes personal responsibility for 
letting everyone know what is going on. Teachers talk about Sally as "a 
great listener . . . she gets back to everyone." The difficult transition was 
complicated by small groups of teachers who had a sense of territory and 
control, Sally has confronted these problems directly through visible, active 
communication. Tfeachers find her "open to new ideas within the organi- 
zation.'' She actively seeks input and considers their suggestions; she 
supports their growth. Sally "plants little seeds and lets peoi^e contribute." 
As an example, teachers note her willingness to discuss and modify the 
advisory period. Tfeachers want input in the future to clarify the ambiguity 
of school goals and to have time to plan ahead. Some are also hopeful that 
the school can "be rid of troublemakers [certain teachers]." 

The student population is 17 percent mir ^rity, and 20 ii^yrcent of stu- 
dents receive free lunch. Sally advocates the best possible education for 
all students. TVacking practices that have been standard in the past are 
changing. "We don't believe in it here," remarks Sally "The staff and I are 
struggling to change it." However, the itinerant music teacher 's schedule 
makes the total elimination of tracking problematic because it hrces stu- 
dents into inflexible groups. A gifted program is also a future target for 
change, even though the "instruction is really great," Sally recalls being 
"nebulous on purpose" about the program and its goals since she does not 
believe in self-contained gifted programs. Pressure from parents and the 
central office to maintain programs for gifted children has slowed change 
in that area. The school has, in another building, an extensive program 
that serves the needs of a variety of developmentally delayed and physically 
handicapped youngsters, Saily points out a classroom directly across the 
courtyard from her office and talks about her future plans. "I want to move 
these classrooms [special edi'cation] right down here; I'm in the process 
of making that happen." The )vhole building has been made handicapped- 
accessible to make this change- possible. Why is Sally such an advocate? 
"It's good for everyone not to separate these kids. We miss opportunities 
by not involving ourselves directly in the education of handicapped stu- 
dents." The final goal is to have all kids perceive themselves not as special 
education kids or gifted kids, but as kids. 

The whole staff is responsible for providing a safe, caring, and enjoy- 
able learning environment for all kids. Sally has brought order and control. 
Before she came, tlie school had problems with student attitude, behavior, 
and vandalism, yet it was considered one of the top academic schools in 
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the city. Perhaps the ultimate question about the well-being of a school is: 
Would you send your child here? One of the teachers remarks that this 
school is a **safe place for kids— Fd send my child here." The year before 
Sally came, the highest rate of vandalism in the city was at this school; 
this has changed. A parent sees the students as calmer this year "Drinking 
and drugs have been cleared up.'' Although school discipline is improving, 
there is need for consistency and strengthening in this area. The assistant 
principal handles most of the problems now, but Sally is visible to the 
students, she knows the cliildren s names, and she is "right on top of it," 
Students like and respect her. They say "She helps us, she smiles a lot, 
and she knows me." Students are given room *'to be kids," and there is a 
sense of joking and fun in their lunchroom conversations. Yet Sally quickly 
ushers into her office two students (suspended from another school) who 
are "visiting their friends." Parents are contacted, the principal of the other 
school is notified, and the girls are picked up and sent home. There is no 
doubt about the limits to which fun is allowed in this building. 

Sally is able to capitalize on the special talents of the st'^ff. Master 
teachers are high quality and teachers lisel they "do well ' ademically" 
There is a shared sense of respect between the staff and the administra- 
tion. One teacher remarked, "It's nice to be respected and trusted," and 
another said, "Sally trusts my judgment." Sally knows her staff works hard 
and shows her respect in many ways. She gave them a surprise break by 
scheduling a longer lunch period, and she shows small signs of appreciation. 
Sally feels that she is "successful at attracting teachers and maintaining 
them." Several teachers asked to be transferred this school because 
they had worked previously with Sally and wanted to continue. "She's the 
best I've ever worked with." Sally is seen by teachers as key in making 
the transition to the middle school b-ippen against great odds. Clearly, the 
philosophy w^.iich is shared by most of the staff, and the details of building 
a middle school that is designed for student needs are still evolving. Those 
teachers perceived as "not liking kids" will have to be transferred, or adapt, 
if the whole school is to succeed. 

At the end of the day Sally worries about the girl w.'io took a bottle 
and a half of aspirin during period three. She plans to visit her at the 
hospital on the way home. No doubt she will also be worrying abou^ 
scheduling and the fast pace for students and teachers* Also on that wc a r- 
list will be how to get time in the schedule— time for shared planning, k f 
clarifying goals, for enjoyr of kids and each other, and for reflection. 
This school is not a tidy example of a school where everything is ninning 
smoothly; this is a school in the throes of transition. Sally is keenly aware 
of the complexities and is able to lead the transition. She is a "growth 
person" and promotes the learning of others. Sally knows she does not 
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have all the answers; she enjoys the give and take of professional relation- 
ships and feels she can learn a lot from the mentor principal experience. 
This middle school, under Sally's leadership, will make an excellent site for 
a strong intern who v» ants to learn about how to influence change in complex 
environments, Sally did not have the opportunity to work with a strong 
principal while she was learning to be an administrator "I feel I have a 
responsibility to give back to the profession." 

We have chosen three schools to illustrate instructional leadership at 
the elementary level. The portrait of Bonnie i:. "Double Enrichment" pre- 
sents the elementary principal as a fearless leader who at the same time is 
seen by outsiders as sl^, humble, yet indomitable in spirit Bonnie is a 
principal in a large urban elementary school. On the other hand, Del, in 
"Problems and Opportunities," operates an elementary school in a fast- 
growing suburban district, and Dana, in "A Soft Tbuch of Well-Being" 
operates an elementary school in a medium-sized Western town — a town 
fast growing into a multifaceted city. All display quite different styles— from 
Bonnie* s fearless leadership to Dana's soft touch. All clearly provide the 
leadership necessary to focus their school on curriculum and instructional 
issues. 



Double Enrichment 

This elements -y school is a large, remodeled structure with a busy 
freeway on one side and neighborhood homes on the other This was a 
school that the district considered closing in 1982. No one — principals, 
teachers, or students— wanted to go there. When Bonnie became princi- 
pal, it became a magnet school to assist in the district's voluntary deseg- 
regation plan. It has expanded fiom less than 200 mostly minority students 
to a richly diverse population of 550 students in grades K-5, with a long 
waiting list for the 1988-89 school year The school offers a variety of 
special programs to attract students. The LEAP program for autistic and 
regular preschoolers is one of a kind. The Ti^erapeutic Learning Center, 
which "other schools in the district didn't want to take," is offered as well 
aii a computer lab, the Writing to Read Program, curriculum integration, 
the Home Helpers Program, and several others. It is clear that the school 
philosophy is a "commitinent to quality" 

Bonnie is the "fearless leader" Bom and reared in India, she proudly 
wears her native costume. She provides a fascinating study of leadership 
with influences from both Eastern and Western cultures. In her office is a 
large banner entitled "Fearless Leader," a poem, and a variety of gifts 
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presented to lier by the staff for "Bosses' Week/' Joy, the main office 
secretary who has been with Bonnie since 1982, interrupts our discussion 
to tell Bonnie that she "simply must attend the faculty breakfast" since it 
is in her honor. The faculty breakfast is a frequent event giving staff 
members a chance to socialize informally Bonnie seldom takes time for 
socializing in her busy schedule, with a staff of 64 people and no assistant 
principal. She is at the same time shy, humtie, and indomitable. The school 
runs well because she has become a master at recognizing and putting the 
talents of others to work to assist in the instruction and leadership of the 
schod. The staff clearly recognizes and respects her high expectations, 
her strong leadership, and her vision. 

Bonnie has a reputation for high expectations of the staff und the 
students. A parent whose children have attended more than 12 different 
schods in the district finds this school "different because they push the 
kids to learn. There are lots of opportunities for kids." Teachers acknowl- 
edge that Bonnie expects "something from all of us." The school's repu- 
tation is clear in the district: "You don't go there unless you want to work 
hard." Bonnie and the teacliers are "extremely hardworking." Bonnie is 
credited by one teacher for "molding the school." "Resourceful" and "pain- 
fully direct," Bonnie has a clear vision of what she wants and goes after it 
at all levels within the system. Some say the central office staff hate to 
see her coming because she refuses to take no for an answer. "She really 
motivates people," are the words of one teacher who proudly says, "I am 
an exceUent teacher now, and it's because of Bonnie." Anotl er teacher 
remembers the painful days when Bonnie first began as principal, "Every- 
one was crazy; she was in the classrocm all the time!" 

One of Bonnie's goals for the school is to retrain teachers for better 
schools in the future. This strong push for achievement is present every- 
where. In the words of one teacher, "You have to grow here." The teacheis 
share the desire to find ways to raise the achievement of students by 
raising the level of expectation. An outcome of 'gh expectations is visible 
in improved achievement scores. Bonnie and the reading specialist review 
the scores on the district Specific Learning Objectives Test used in the 
schod district and celebrate the fact that 80 percent ol the students in ttie 
3rd grade achieved mastery Another grade level appeared to need some 
work; Bonnie made the personal commitment to look irio the reasons and 
make plans foi improvement. "If the kids are not performing, I ask what's 
wi'ong." This year the goal of "all 1st graders reading on grade level" 
resulted in the improvement in the number of sight words children were 
able to read. Bonnie finds this gain "remarkable for us" and anticipatt^s 
that by 3rd grade, the goal will be met for most of these children. "A 
school that serves underprivileged kids needs to be doubly enriched, be- 
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cause they [students] don't get it anywhere else/' Bonnie's statement 
speaks clearly of the commitment to quality and excellence in educational 
opportunity that permeates the building. 

"This school is a shining star . . , ; kids will go into the next century 
with the skills they need," proudly comments a 4th grade teacher The 
school was selected in a state competition for "Schools for the 21st Cen- 
tury" The proposal was written by a group of volunteer teachers. Originally 
the idea was Bonnie's, but she "didn't want to push it." Before the team 
of writers would submit the proposal, they insisted that everyone in the 
building agree to the plan. Now the impression among staff is that "every- 
one loves it [the proposal]." Parent education, community involvement, 
redefinitions of community, curriculum, and presentation of materials are 
the themes of the proposal. Bonnie's vision is of a school that is "flexible" 
arvi "sees the need to change" and has a commitment to provide children 
V ith the skills to compete that increase self-concept. These are overriding 
principles of the future goals. Bonnie wants to help children succeed, but 
not by force; further inifJied is the need for children to "enjoy learning." 
Bonnie's schooling in a different education system strengthens and shapes 
her commitment to help her students succeed in a competitive world. 

The school operates so smoothly and calmly one would hardly suspect 
the breadth of special programs within its walls. The cotnnlexity of this 
magnet school and the extent of its programs are at first somewhat over- 
whe iiing. The school is organized around three themes: Science and 
Math, Gtobal Studies, and Positive Climate. Handbooks fiill of integrated 
interdisciplinary instructional ideas and units have been developed by the 
teachers. Each month a theme is chosen and emphasized tliroughout the 
school. The science and math theme during our visit was "Animals"; the 
Global Studies theme was "Asia"; and Positive Climate was emphasized 
by th/ phrase, "Plant a Seed of Kindness." The classrooms and halls are 
fascinating children's museums. Around the school we saw charts and 
cliildren-made murals of exotic butterflies, endangered species, the sea life 
chain, a map of the Northwest Trek, whales, and a wall mural of the reed 
meadow showing hatching ducks and other birds. 

In addition to curriculum involvement, the whole staff looks at behavior 
in terms of "preventi\ e discipline." Several staff members volunteered to 
work together for several weeks of the summer to write a discipline hand- 
book based on the logical-consequences model authored by Dreikurs. 
Several teachers assist on the playground before school begins, and four 
others ride tlie buses at the beginning of the year to help establish the 
routine and prevent problems. Bonnie walks the halls as students come 
into the school, greeting and ' nconraging them, stopping problems as they 
come up. Every time students leave the classrooms in groups, they are 
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escorted by an adult in orderly fashion to lunch, to the library, and to other 
special programs. 

Bonnie believes that 'Very consistent, tight control" eliminates most 
of the discipline problems you might expect in a school with a population 
as diverse as this one, A positive approach to managing learning and 
behavior is essential to Bonnie. '1 really emphasize positive attitude. I do 
not yell at kids and I do not expect others to.'* When the school became a 
magnet school, "teachers knew we were going to become this big school 
and they wanted to do it well and have a plan. ... We emphasize the 
positive.'* Each teacher is expected to have a classroom discipline plan. 
Bonnie emphasizes that part of the discipline plan is the very close super- 
vision of children. Bonnie believes that "as a problem starts, you can stop 
it.'* In the classrooms with the emphasis on achievement, there is active, 
creative learning going on. Bonnie remarks that in well-taught classrooms, 
children are "just too busy; there's too much happening for problems.** 

Bonnie has seen only six students this year for discipline problems. 
Teachers take care of their own discipline concerns. On the day of our site 
visit, one student was sent to the office for hitting another in the stomach. 
Very calmly, Bonnie helped this young girl work through the anger she felt, 
focusing the child with such questions as: "Who*s in control of your temper? 
Who loses when you get angry in this way? What else could you have 
done?" Soon the girl is contentedly writing letters of apology to the other 
student and to her teacher. 

"All children can learn" and "Learning takes many forms** are two 
prominent and interrelated themes. At a Student-of-the-Month Luncheon 
for parents and students, Bonnie conducts a discussion with the group on 
the meaning of citizenship. Good citizens are people who are "responsible, 
look for alternatives to solve problems, and obey the rules." "All kids should 
have opportunities** — this theme is evident throughout the school day 
Those children selected as students of the month are not the standard 
class stars. They have been chosen for growth and improvement in things 
that are important to them as individuals. A bulletin board display with a 
color picture and a desciiotion of each student is found in the hall near the 
library Similarly the schocl extends opportunities to all students in aca- 
demic areas. The school participates in the Young Authors program, which 
in most schools features a select number of children. Every child in Bon- 
nie*s school has written a book, which is displayed in the library and 
showcases in the halls. "Bonnie believes all kids can learn, and she believes 
in achievement . . . ; so do I," comments one of the 2nd grade teachers. 

Everyone is involved in instruction at this school; few opportunities 
are missed to shape and influence the lives of these young citizens. We 
discover the custodian teaching a group of children about the electrical and 
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heating system of the school, explaining what would happen if the lights 
went out. 

Bonnie knows that teaching can be an isolated, lonely profession. She 
is concerned about breaking down that isolation and works to involve teach- 
ers in decisions about the school The large staff includes over 64 people. 
If Bonnie were to individually meet the needs of each one, '^they'd be lined 
up from 7:00 until 7:00 and only get five minutes, so I started a support 
group." The support gi'oup began by teachers nominating seven from their 
ranks to serve as support group members. The main function of the group 
was just to be available and listen. The group is now called the Rappers 
Problem Solving Team. Members are nominated by their peers, repre- 
senting ei ch special group within the school. The positions are staggered, 
so new members come on board every other year This team now meets 
many needs, including school improvement, listening to teachers, prerefer- 
ral for special services, and curriculum planning. There is an envelope in 
the main office for staff members to submit concerns they wish to bring 
up v^th the team. Bonnie feels that the group was necessary because of 
the change from a small school to a magnet school with many things going 
on. Bonnie is proud that this team "can help people feel a part of the 
building." The team is ''really really used," and teachers feel that it is "very 
beneficial" when questions are raised. 

One wonders how Bonnie can influence the many activities in this 
busy complex school. Bonnie feels her main influence is in the area of 
curriculum and instruction. "It is our focus; I want to provide the very 
best education for every child walking into this building." Bonnie is clear 
about her primary role. "I see myself as a teacher first; I know the problems 
that I faced and . . . if teachers want to do the best job they can, [I ask] 
'How can I help each teacher be the best teacher he or she can be?' " 
Bonnie aims to set up a pyramid of relationships and influence. "I support 
teachers; teachers support each other; then they support kids." The choice 
to become a school administrator was based on the same principle. "I 
wanted to see if I could influence the whole school, not just the 30 kids in 
my classroom." 

Bonnie also influences by modeling. "I am on task; I expect others to 
be on task." She adds, "Teachers should be ^^lofessionals; I can't tell them 
what to do." But by modeling, Bonnie shapes part of this professional role. 
Teacher^i "do not have lunch and bus duty; I do those by myself." Yet during 
the fall, several teachers volunteered to ride the buses without pay Bonnie 
feels that modeling is working to create a sense of professional responsi- 
bility "They see me doing it for five years, and when I say ' need help 
they come up with a solution; as a result we have fewer probk tis." Diffi- 
culties on bus rides is one of the biggest problems. There is inconsistency 
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of drivers and thus jiconsistency in expectations on the bus. Bonnie is 
concerned: "How can I expect the kids to behave when there is no 
consistency?" 

What are the weaknesses in this school? Bonnie is comfortable in 
acknowledging that there will "always be weaknesses." There wiU always 
be "classrooms that need instructional improvement." Because the focal 
point of the school is curriculum and instruction, Bonnie feels that "it takes 
a lot of energy Once we start, we cannot give up." An example of this 
ongoing energy toward improvement is seen in the writing program. Writ- 
ing "has to be integrated into all subject areas. We cannot be satisfied if 
kids in 3rd grade cannot write a paragraph." Bonnie encourages giving 
"more meaningful homework" and suggests improvement in our ' use of 
critical thinking." "Getting rid of dittos" is a technique Bonnie wishes to 
attempt to improve writing and thinking skills. 

Bonnie keeps very involved in the school programs and in the broader 
community She seldom misses learning opportunities and is eager to be 
involved with student interns from the Danforth Project. "From everyone 
I meet I learn something." She is aware that her tendency to be "very 
direct" can also create problems. Tempering directness by "preserving 
everyone's self-esteem" is one of Bonnie's personal improvement goals. 
She is also working to provide the positive feedback her teachers need for 
their hard work and successes. Bonnie recognizes that her own expec- 
tations are "extremely high," but she is committed to the whole staff 
establishing high expectations and motivating students to"enjoy learning." 
In promoting both high expectations and enjoyment of learning, Bonnie has 
found it necessarv to work on accepting "people as they are." 

This elementary school has a strong commitment to parents as part- 
ners in education. Bonnie knows "there's a lot to work on" and encourages 
their participation and support. Parents work as volunteers in the school, 
and there is a "fairly active" PTA. All subcommittees within the school 
decision-making structure have parent representatives on them, leachers 
comment that parents "help with special events," including fund-raisers 
such as popcorn sales and the open house. The science fair and pizza party 
are to be held the evening of our visit. Parents are in the school helping 
set up the tables and displays, encouraging their children, and supporting 
the school. This school has a majority (90 percent) of students receiving 
free or reduced-price lunches. The growing involvement of parents is 
impressive. Bonnie works with the local community businesses to promote 
involvement in the school and to maintain positive relationships. 

Bonnie never breaks her stride during this 12-hour day While man- 
aging the science fair and pizza party she is also concerned about improved 
expectations for writing and math for next year. This retraining will cost 
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money, and she is prepared with grant support of $3,000. Bonnie is com- 
mitted to allowing students to achieve, and she assists them by the way 
she organizes textbooks, materials, and instruction. Bonnie plans to use 
grant monty to ron^-i^n^ retraining teachers. The science fair is scheduled 
to follow the pizza paity tonight. As another normal day for Boiinie heads 
Into the evening, Bonnie is, as usual "everywhere at once." 

Problems are Opportunities 

The approach to this elementary school is roundabout and somewhat 
confusing. Climbing the last hill, we see the school building only after we 
turn the last comer, and we experience part of what each student experi- 
ences every school day Ali of the children arrive by bus; some ride as long 
as 45 minutes each day 

The scliool is in a modest glass and Roman brick, single-story building 
within the city limits of a [irowing urban area. The site has been leased 
by thie school district for the past 10 years. Until recently it housed the 
overflow oi students from a nearby area. This year, those students have 
moved to a new building, and now there is a new student body in an old 
building. 

Del, the principal, greets the buses as they arrive every morning. He 
is a sturdy man of medium height, mth calm blue eyes, short grayish- 
brown hair, and a ready smile. His healthy, unwrinkled skin and dimples 
belie the years of experience in which his leadership is firmly grounded. 
Del appears quietly aixl gentl}^ powerful. The small children he kneels to 
teach in a kindergarten class are attracted and soothed by his touch and 
his presence. 

Asked, "What are you proud of about this school?'' he tells how he 
and four other principals created plans for the school and presented them 
to the school board. He relates information about the beginnings of the 
school, the details of how student slots were allocated throughout the 
district, and recent changes in the rules. Del is proud of nearly everything 
about the school, including the older building, and perhaps even the short- 
age of supplies. He is especially proud of how well the school works and 
how much the kids love to be here. He can see advantage? even where 
others might see liabilities. 

Recently, parents have been pushing the school board to change tlie 
school's admission policies. Originally based on the first-come, first-served 
admission from the three basic areas of the district, parents are pushing 
for sibling preference. This sign of success presents a problem for Del, 
because it changes some basic tenets of the school and its situation. If 
admission is changed to sibling preference, half the kindergarten slots will 
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be filled by siblings of current students. While this creates a supportive 
constituency for the school, it also means unequal access for students 
without siblings already enrolled. 

Equity in education is important to Del and his view of important 
issues facing schools for the coming century In addition, it may affect the 
**transfer effect'' of practices in this school to other schools. Del wants the 
school to be seen as a "do-able model'' for other schools. He believes 
strongly in the methods chosen for the school, which inc^ rporate whole 
language, learning styles, and cooperative learning. The program structure 
facilitates a lower student/teacher ratio in core areas of reading, and math- 
ematics. Because of the economics of tb'^ busing sic uation, full-day kin- 
dergarten is used to address academic ard :5ocial needs. Teachers rotate 
grade levels within primary and intermediate teams every two years. At- 
risk students benefit firom heterogeneous learning groups that facilitate 
mainstreaming and promote equity for ail students. They also represent 
application of the latest results of educational research, and Del says it is 
important that the school "represent the average student." He then cx- 
idains, "Educators [are] very creative at making things fail; lth;7 arc] 
aft-aid to take risks." He finds it exciting to be at the cutting edge and says 
it's important to look at "common threads: look at the \u xt century, the 
next decade." He states his belief that good education today must look to, 
and prepare students for, the future. 

Del feels that he has "had lots of choices in life," probably e than 
most young peq)le. His mother was a schoolteacher, and he feels an un- 
derlying commitment to serve peqple, especially young people. His i isons 
for not going to the central office include that it is "too fai from the re J 
action " While he could "make twice the money at Boeing," he is conifort- 
abl(\ His philosophy has been shaped by real life experiences, including 
struggles with "certain kinds of curricula." Every morning when wak( - 
up he knows he has the greatest job there is for him, and he thinks that 
"bum-out i3 a state of mind." From an eariy age, he wanted to be the best 
he could be, and since he is a building principal, want^i to do a Kood job. 
For him, the most important evaluation he faces every year is his own solf- 
evaluation. 

Del's two most important tasks for this day an * to deal with a situation 
of unruly behavior by the 8th graders that is tlireatening a field trip to 
Victoria, British Columbia, and to eat lunch with the students at the table 
that showed the best lunchroom behavior for the month oi March. In this 
school it is a very big deal to eat lunch with the principal. 

Del organized and presented some of his concerns to the two classes 
of 6th graders about behavior expectations on a school-sponsorc d trip. He 
has prepared for the meeting carefully, his list of concerns has been t^ied. 
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and he uses an overhead projector to present it to the students. His 
presentatu i is matter of fact, clear, and step-by-step. Del receives com- 
ments and questions from the students; he is attentive and his voice is 
calm and carefully controlled. He si)eaks more loudly a few times for 
emphasis, but he does not nag or whine at the students. He is very 
respectful and clear about his concerns, and he suggests to the students 
what they should think about and respond to in order to retain their special 
opportunities. They will have a few days to think about Uie situation and 
to formulate a res|)onsr. 

Del l uiiis problems into opportunities, i t his view, it is partly a matter 
of perception and partly a reflection of personal philosophy: Problems iwe 
negative and produ e l(»w winiitn-s, but if >oii can chan>^e a prohlem into an 
opportunity then thiTe are gains in the situation. This gentle e ah ^nt ition 
with tht' ^ith raders has given him :> ch; nee to get them to reflect on their 
responsibility 'or their own behavioi and the choices ^7 make for them- 
selv- s. He talks about sharing feelings with students so everyone has 
tlx* same expectations auu can share in solutions and rebj, nbibk- deci- 
sions. 

i'lic students talk about what is spec ^1 ab(>"^ their schooi ^.nd about 
Del. '*At our ok' school the principal was the Here if the tea^ ^ler has 
an iA' ! the principal takes the idea ai. ' tries to niirr a prog] am. He ^ real 
understanding and kind. He's move appiv u hable thaji ^onie teachers." He 
comes into a classroom an^* finr^s out abu wluit othc! pef>pk^ -aw. cbing. 
Tlie othiT principal just yelled at iii;* and niao' ne feel guilty. It seonus like 
his voice is always down k)w." "He J<>es slutt w^th kids, He Ik kids' 
hands on <hi p^-^-^ground am, ^alks. He J vays hMS ei 'igli lirne lo thiov a 
hull or say M\o, He always i. s a sruifc- t^e dot^sn't ge; mad, and if fie 
does p^et mad at the kids or tlie teachers, iv just keeps it i ^ liiniself." 

'>Ludents liked voting on the sch' moltc, the c ^k;; s, i\w at 'scol, ;'tvl 
ik name Voyagers. They thmV uk)s1 ol tu» lu^s aiV appropriate ^nd thai 
s Tie flexibility in intt^t)ri;tati()ii i)()s,>jl)k . Sl u . ots lik(?d t! "Sclf-Mau- 
a^^TOent Aw'^^d Party" k^r grttiuK '*i^' vsvrk iu ' u m\ 1 ik ' :V4v *'VV- 
focus on math and readiii>^- tlv way kMvn hei' : m it into a 

game. They tcacli us what goiu^^ I*' in M'^^ rcdi v^ Ho. '1 Ik 'itlKi 
srb K)l just gavtj us v.orkslk rls I tho teiu : 4v^v a] '' ne^ m\ 
young, ;i)i<i they fun lhinir:i. 1 flunk ( v( 'wxiy s hapt > 'Mr sch<x)i. ' 
"he* students talk ibout SI uig < jn'\, wlu re v( sh^tp' oui < >ucern 
Tln^ specific ruk^s s*:«tc that ^'roi p n -^lobcis cannot laugh M r<»iicem% 
and ihey must 'islm. llw '\ssocial(*H - >iu»' -nt HiKiy has a Si»'r<-nie C(Xirt. 
' )':i(is feci lliey'ic \kA \u ate! fant), ,11 ^aKr w ' > Uic < >^ \ We 
write it up 'Mv^ gis \\ \. ttu* ()i :\h ' <nvi Im . h ^WiA dco /^^n" 
*t he ouidtnts c:m also t<ike ^x'rsonal ». ^< • hiiu. l)« has icamed iiv.w 
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when you treat students with respect and give them appropriate guidelines, 
then you mainly have to ''get out of their way" A self-described pragmatist, 
Del's years of experience have left him tuned in to staff needs. It is 
important to listen to their needs and who they are. With that knowledge 
he can encourage them to do their best work for each student. 

A handmade red valentine heart on the wall of Dei s office summarizes 
how his staff feels about him. **Dynamite leader, a real people person, 
impressive! Calming. A take charge kind of guy! Best boss I ever had; 
quietly dynamic! Supportive. Ability to make people feel comfortable. 
Never gets upset. Topis!" The unusual . /'port.unity that Del had to pick his 
entire staff from applicants within the district helped ensure that a mini- 
mum of time and energy would be spe^nt working with disgruntled staff 
members who sometime^ resent a challenge to new lead ^hip in a school. 

Del chose the planning staff ( >f six, including the counselor and librar-- 
ian, who then helped iiim pick teacher to fill the remaining 14 teaching 
slots. This may partially explain :he unusually high morale, commitment, 
and mutual respect of the staff. One of the teach rs said, "Del created the 
atmosphere. We filso want to be here, and we assume we were chosen 
because we have something to offer. He's an excellent leader, but he has a 
good staff/' W^ien Del hired the teachers he was very clear about the 
methods that wouW be used and that all the teachers had to agree to work 
in the agreed-upon ways. When Del found one of the teachers using meth- 
ods that did not fit the teaching and educational concepts basic to the new 
model, he reminded the tencher of the agreement made at the time of hiring 
and recommended methods the teacher had not used b'^fore. When she 
tried them out, she found they worked so well that she uiscarded all her 
eariier methods. 

A teacher who had worked with four principals said, ''When he greets 
me, I know ht 's made time for me. Ke sees things in a positive way It's 
the strokes that he gives us that put things in perspective; it makes me 
realize how important positive reinforcement is for cliildren. He brings both 
sides to the table, listens, presents alternatives, and then lys, ^*lell me 
what you decide." He encourag js self-evaluation, then reinforces. Vhi know 
where you stand. He keeps your value intact and yet provides constructive 
criticism; that's what 1 like best." Unable to quickly suggest nvv improve- 
ments the principal might make, the teacher's first lesponse was, "I ke^p 
waiting for the other shoe to drop." When pressed for suggested improve- 
ments, the teacher finally said of Del, "If tlie (^iror is oiu , it i' that he's 
giving too much autonomy." 

Another teacher said Del's number-ont^ strength is tb tt lie is a nientoi 
working with i)eoi)k\ Her description (^luompasses hi>ih si i- in both 
human relatit)nH and group teaderslup. 'He's very positive; lie's vei) i^r 
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sonable; he's very approachable to kids and teachers. He's not one to give 
a pat answer We have to bounce ideas back and forth. You have to think 
for yourself he's not going to say, *Do this, this, and this,' His evaluation 
is detailed and he always gives an area to work on. He doesn't waste our 
time at staff meetings. We only have them when we need it. I appreciate 
that," 

The counselor says of Del, "He's the best administrator I've had in 
my career. First of all, he works hard. He sets good examples. In goal 
setting, he gets people involved in decision making. He is enthusiastic and 
fair. He is decisive and he does his homework. When you do quality work 
he recognizes it. He takes evaluation seriously — it is objective and sup- 
portive," Asked about imperfections, the counselor said, "He gets in double 
binds." For example, the conflict between equity in education and sibling 
preference for current students is a problem because "the parents believe 
he should side with them," 

Asked if there were hierarchical boundaries between certified and 
classified staff, one classified staff person responded, "There is no differ- 
ence in treatment, Del [has] made it clear— we're a team, with no preju- 
dice or elitism." 

The ( jstodian who followed Del to this school from another newer 
building said Del encouraged the custodian and the teachers to work out a 
solution when the teachers wanted part of the floor in each primary room 
carpeted for the younger children. Carpeting can create problems of both 
safety and maintenance, making extra work for custodians. They reached 
a compromise solution whereby smaller squares of loose carpel would be 
used by the children and maintained by the teachers. The floor would be 
clear each night to make sweeping easier. The bright cheerfulness of the 
hallways of the old school were the result of stripping the many layers of 
wax off the attractive but old, green-vinyl floor tiles, a task that had taken 
most of the preceding summer. 

Del is "not just in his office. He's out on the playground. During my 
four-and-a-half-hour shift in the morning, about 18-22 percent of the time 
he's in his office. The rest of the time he's out roving," A parent said, 
"He's a very visible principal. He always has a smile on his face. He greets 
most everyone by name," This parent also directly addressed the openness 
of the school, saying, "I felt from the start that everyone's a part of the 
school— the students, the staff, parents, the fa<^ ulty. Everybody's welcome 
tere, not just the children. The staff is easy to approach. The parents 
appreciate being able to see the faculty and talk with them," Another parent 
said of Del, "He's someone you wouldn't want to disappoint/' but not 
beco..^e hie might gt;t angry with you; indeed, she describes him as ''un- 
flappable; he steps iii in his own calm way and calms us all dt)v/n. He's not 



ERIC 



79 



Instructional Leadership: How Principals Make a Difference 



someone who loses his temper. He might get short but he's still courteous. 
Tve had several bosses in my life and Tve never had a boss as nice and 
supportive as he." Tfeachers agree, noting that Del often leaves positive 
notes for them, and that he writes notes on every single child's report 
card. 

Del's school is an institution that anticipates change, resolves conflict, 
and recognizes imperfection. While the school has permeable boundaries 
and is seen as welcoming parent involvement, it still has a clear and explicit 
ideology 

Rather than giving answers, Del helps people ask themselves appro- 
priate questions and facilitates their finding quality solutions. He exhibits 
high regard for teachers and their autonomy and recognizes them as critical 
educational authorities and professionals who can be trusted and 'intrusted 
with responsibility Del shows a fearless and empathctic regard of students 
and models empathy from teacher to student in his own behavior. In other 
ways the students appreciate th^ way the curriculum emphasizes skills 
needed in the real world. 

The coherence and w loleness of Del's school are impressive, espe- 
cially in an old building with an obsolete library and a space shortage that 
means doubling up physical education classes in the cafeteria and using the 
library as a classroom for half of each day leachers are enthusiastic about 
their students, their curriculum, and, most of all, their principal. 

A Soft Touch of Well^Being 

Principal Dana's presence seems to permeate the physical appearance 
of her school. The meticulously groomed building, manicured lawn, and 
plantings in the front yard speak of a concern for an environment that not 
only houses but helps define and direct the educational processes taking 
place within its walls and on the playground. Although well over 30 years 
old, the building is more than well preserved. It actually seems to gleam 
with well-being. 

This order continues inside the building, where the open main office 
invites entrance. On ^he right-hand wall of the entry way is a bulletin board 
with names and pictures of "Huskies of the Month" with their teachers. 
The hallways seem amazingly quiet for an elementary school. 

Dana is obviously the source of this sense of "wellness" that per- 
meates the school. An attractive, impeccably groomed, middle-aged 
woman, she combines a gentle manner with a fierce concern for "her" 
students, her staff, and her school. It does not take long to realize that, to 
Dana, the students' welfare takes precedence over any other consideration. 
When asked what makes her most proud, she answers— her face beaming 
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with a wide grin— "Oh, the kids. They're just great kids/* The fact that 
most of the students come from lov^income homes, many from dysfunc- 
tional families, increases the significance of her unqualified endorsement 
of these students. Her assert is reinforced by the current PTA president 
who says, "Dana believes there are no bad kids, just bad behaviors.'* 

The culture of tte school reflects this positive attitude. Warmth and 
encouragement are keys to the major themes that determine the philosophy 
behind Dana's administration: nurturance, involvement, flexibility, student- 
centeredness, and staff cohesiveness. 

Dana has been a principal for only six years — three in a junior high 
school and three here. However, she brings a diverse background to her 
role as administrator. Early teaching experiences in Watts (Los Angeles) 
were, in her words, "where I really learned how to teach." Her experiences 
teaching in schools with diverse ethnic and socioeconomic compositions, 
as well as suburban middle-class institutions, have undoubtedly helped to 
establish the flexibility she considers essential not only to her own position 
but for the staff as well. "I like diversity I like different thhgs. That is not 
frustrating to me. I love change — Fve done a lot of changing since Tve 
been here.'' These changes have been in the physical plant, establishment 
of a computer center for 1st graders, improved staff morale and involve- 
ment, and student welfare. 

Since Dana's ai rival, much of the interior of the school has been 
repainted (significantly, one of the exceptions is her own office, which will 
be done last), and she has begun carpeting classrooms as money allows. 
In determining which rooms to do first, she avoided competition among 
the 5.aff by using the togic that the lower grades would be done first since 
those children spend more time on the floor A covered play area has been 
built, and she persuaded the PTA to buy bann^^rs to provide needed color 
in the school's all-puq)ose room. 

Durinn; her tenure, Dana has worked consistently to eliminate any 
evidence of staff divisiveness and to develop theii' roles as contributing 
members in the functioning of the school. Her strate^nes have been as 
basic as combining what were originally vo staff rooms into one to bring 
all members of the faculty together But she has also used other strategies 
to ensure that staff members work together toward a common goal. At 
present, 13 staff members (out of approximately 30) are being trained in 
cooperative learning. This includes peer coaching, working out problems 
together, and sharing ideas and frustrations. Students are frequently 
shifted firom one teacher to another if it seems to suit the child's particular 
needs to promote a better learning rnvironment —always with teaclier 
consent. This level of staff cooperation is obviously important to Dana. 
When asked what strengths she brought to the school, she thought carefully 
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before answering, "Maybe cooperation among the staff members— that 
they feel good about working tc^;ether. Even as a teacher, I always thought 
the worst thing that happened to teachers was isolating them." 

The success of her effects in this direction ' ''rmed by staff 
members. The special education teacher noted tha, ^'cLil services 
people are not forgotten but are part of the total program. Other staff 
members mention that Dana is always seeking input, and the custodian 
noted, "You couldn't find a better person to work for ... If you have an 
idea, you can go to her and M'W listen." Consistently willing to support 
new concepts such as coq)erative learning, she gives her staff time to 
meet to discuss, implement, and evaluate new and existing programs. 

One of the tactics that Dana uses to ensure this communication and 
flexibility is to actively involve herself in the workings of the school. She 
frequently steps in to assist a teacher and often asks to take over a class 
so she can learn from the experience. "She's aware of how she can be 
helpful," says a 5th grade teacher, one of the "old-timers." A staff member 
who is comffetely sold on cooperative learning and teaches a combined 
class of 4th and 5th grade students explains further "Dana not only could 
but does model teaching." Besides providing a role model for her staff, 
Dana sees iierself as constantly learning from them. She freely acknowl- 
edges the role the special education specialist has played in helping her to 
learn more about tlie needs of special sttidents. "She's much youngei^ than 
I am ... but she has been my mentor" Another staff member confirms 
tliis facet of Dana's administrative style. "Dana is a student. She recog- 
nizes no one has more to learn than the principal. We appreciate tliat." 

Dana manages to walk the often fine line that separate: ■ administrator 
and teaching staff, and it is here that the key to her eftectivr management 
style can be found. She relies on an indirect subi!;j approach in imple- 
menting whatever programs and policies she sees as desirable. She de- 
scribes her methods of effecting cnange: "Start with really small ideas 
with one or two people and get them to involve people so thai you're not 
always doing it. I think the principalship is this sparldng of otl'er people." 
By seeding ideas in this way Dana manages to incorporate her staff into 
the decision-making process. The locus ( f responsibility is therefore dif- 
fused, and even difficult choices become easier to accept, "Once you spark 
one or two. then they can spark other people and get them imived, ar»d 
then you aren't the one tliat's always stimulating change." Another advan- 
tage of this approach is that it allows her staff to digest new ideas before 
decisions concerning them must be made, therefore providing more and 
better input. The final decision, however, always rests with Dana. 

Her ability to treat tier staff as colleagues, not just in decision making 
but ill tlie running of the school, becomes obvious as she follows her daily 
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routine. Rarely in her office for more than a few minutes, she spends her 
day walking the halls, checking on classes, offering assistance and advice 
to teachers and students who need it. On a day when a substit;*te teacher 
was in charge of a particularly diffici 5th grade -A-^ss, Dana w.?.f in and 
out of the room at least six times, w\ only to clu.»::l up on the class but 
to help and offer suggestions. Whent- vrer Dana enters a cla^isroom, the 
teacher's face always lights up in a welcoming smile. 

During lunchtime, Dana discards her high heels for jogging shoes and 
sr^nds her time on the playground making sure recess is progressing 
smoothly. This gives her an opportunity to speak with the aides who 
monitor recess and, more important to Dana, provides her with an oppor- 
tunity to interact with the students. In fact, she frequently joins in a game 
of foursquare, a favorite of hers. 

The success of Dana's relatively short career seen'is most of all to be 
due tp the nurturing th?.c characterizes all aspects of her interactions with 
her school staff and student body The students see her as "nice . . . 
doesn't ever yell." office isn't scary" The extent of the affection she 
inspires in the children is evident in the spontaneous hugs they give her. 
She acknowledges, "Oh, yes. There are lots of hugs." One 5th grade boy 
came up to her and said, "You lode pretty today" Rather than intimidate 
students, she encourages each of them and accepts them for who they are. 

There are, of course, some discipline problems. When a group of boys 
is sent to the office by a substitute for acting up, Dana's approach is to 
say, *Tm disappointed you were sent to the office." (Significantly, she does 
not tell the students she is disappointed in them as people.) "What are you 
going to do now?" "It's your problem, not mine." "I want you to be coop- 
erative. What are you going to do?" Receiving a commitment from them 
that they will follow the class rules, she sends them back to class. At no 
time has she raised her voice, but her determination to have them behave 
is obvious. When I asked if this approach to discipline works, she answers, 
"Sometimes." Later on in the day, she shifts one of the boys to another 
class to ' 'oid further problems. 

Whenever dealing with students whose personal problems seem to 
manifest themselves in negative behavior, Dana makes sure to sit so she 
can establish a more equal physical rapport with them. She leans forward 
and says things such as, "111 help yon \vork out a problem," or "I want you 
to do well. Can we try a little bit harder?" 

This nurturing attitude extends to the staff. Her style is always non- 
confrontational, although she is definite about her goals and tenacious in 
seeing them i hrough. Wlien she first came to this school she had problems 
dealing w 1th a staff member who responded negatively to any suggestions 
for change. Describing tliis kind of adheri:nce to set patterns, she said. 
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"It's great — that is always a great thing, but sometinf^es it gets in the way/' 
She even tually felt she had U) secure an involuntary transfer for this teacher 
and, even though she is not completely happy with her course of action, she 
takes full responsibility for it. 

Although Dana seems to have raised morale and established a vell- 
ordered, efficient school, she still acknowledges some problems. Parental 
nvoJvement in ruiining the school remains low, with only a small cadre of 
ipterested parents consistent!/ active in the FTA. Next year this school 
mV pilot a program to integrate special students into the regular class- 
room':. This will invoh^e some staff transfers, and she is concerned about 
working this out so that all interests, the school's as well as the staffs, 
ma/ be served. "It makes me nervous because I don't know how people 
are going to take this." When asked how she will handle telling the staff 
about the program and its implementation, she concludes, "I'm going to 
lay it all out— all the components of the program — in a positive way for 
the school and for the kids."Once again, her priorities suriface. 

Despite her reservations, it seems likely that both the process of 
finding a solution ar. wie solution itself will be achieved through coopera- 
tive efforts of both the staff and the administration. But the ultimate 
decisions will be made by Dana. Gentle in approach, she nevertheless 
knows what she wants done and works unceasingly to achieve her desired 
goals. 

It is Friday afternoon, 15 minutes before the students are dismissed 
for the day. Dana is reading to a 3rd grade class, which she does two or 
three times a week so she can model for the teacher and» she hopes, spark 
the students' i).<erest in reading. Her sitting and reading in a soft, well- 
modulated .'oice tx) a class of amazingly attentive 3rd graders on a Friday 
afternoon illustrates as much as anything can Dana's concern for teachers 
and students and her eagerness to be personally involved in the education 
process. 

Our portraits of these seven principals illustrate a variety of styles of 
instructional leadership. It is interesting to see similarities as well as many 
differences among the principals. In the summary that follows, we have 
grouped their various behaviors into the four strategic areas of interaction: 
resource provider, instructional resource, communicator, and visible pres- 
ence (see Figure 4.1, pp. 86-87). 

* * H< 

As iToted in the sunwiiary, in performing their role as resource provider, 
the principals use a variety of techniques: a lottery special training of 
department heads, released time for planning and observation of each other, 
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using teachers as peer coaches, and using a custodian to teach children, 
and using their own time to take over teachers' classes so that teachers 
have a chance to develop their talents. They clearly are investors in people. 

In performing their instructional resource role, they model learning, 
share data and research findings with the staff, demonstrate good teaching 
by taking over classrooms, impress their teachers with their knowledge of 
the latest innovations in education, and inspire their teachers to use a 
variety of different instructional strategies. They spend much time in 
classrooms. 

As communicators, they demonstrate expectations through modeling, 
use school-site councils, repeatedly talk about children and their develop- 
mental needs, model the importance of evaluation through self-evaluation, 
communicate the value of reading by reading to kids, and let the staff know 
that everyone can grow professionally Tliey display a high level of com- 
munication skill at one-on-one and small-group levels, and in articulating 
to everyone a vision of what the school is all about. 

Creating a visible presence is not easy in schools. The conductor of an 
orchestra can easily be seen by all when en Jucting the efforts of others; 
school principals must work in less obvious ways. Nonetheless, these 
seven principals are perceived by tbei-* staff and students as effective 
conductors. They seem to be everywhere at once—always present. They 
articulate a vision about children ar^: are perceived as fulfilling that com- 
mitment in the hallways, in their offices, in classrooms, before and after 
school, and at school events. Most iiiiportant, however, their philosophy 
about education and children is clear. They are seen as articulate spokes- 
persons for children. 

Clearly, these seven principals find the time to be instructional leaders. 
They have placed a priority on providing resources, serving as instructional 
resi^urces, communicating in a variety of ways to staff and students, and 
being a visible presence throughout their schools. Tuis blend of technical 
and human skills enables them to orchestrate the effective functioning of 
their schools. Each clearly has a style, techniques that lit that style, and 
processes to take the actions necessary to achieve the vision they have 
for their schools. Each communicates a vision clearly and forcefully, no 
matter what the style. They have all found a formula for empowering their 
schools: vision, communication, positioning, and self-av.\;.:eness. 




Figure 4.1 

Summary of Portraits Using Areas of Strategic Interactions between Principals and leachers 
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Examples of Secondary Priiicipals^ Instructional Leader Behavior 

• Uses lottery, observations • Models learning • Communicates "I care" by 

• Regularly distributes educa- • Teachers sought him for being a good listener 
tional articles to update feedback as they prepared • Articulate spokesperson for 
staff for a presentation for a not labeling kids 

• Departmental meetings ho?xd meeting 
used to devetop curriculum 

• Seen as an aggressive fund- 
raiser 


• Ahvays seen in rooms, hall- 
ways, school events: "ever- 
present" 

• Accessible — always seen as 
having time for everyone 

• Everybody seems to know 
what he stands for 
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• Invests in the improvement 
of department heads 
through special training 
(e.g., CS) 

• TJips businesses and politi- 
cal leaders for school 
support 

• Uses staff talent in budget 
devetopment through Fac- 
ulty Senate 


• Pushes teachers to expand 
into new ways of eaching 
for improving instruction 

• Shares data and helps staff 
interpret meaning of data for 
their school 


• Lets staff know that every- 
one can grow professionally 

• Regularly gives staff mem- 
bers feedback concerning 
their performance 

• Regularly gives department 
heads feedback 

• Shares decision making 
through use of Senate 


• Hall walker 

• Strategically selected her 
office in order to be visible 

• Master consensus builder 

• Always seems io be where 
the action is taking place 


B 
0 
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• Provides released time for 
staff to learn to work as 
teams 

• Staff ideas are used as a 
resource 

• Much teacher-to-teacher ob- 
servation and peer coaching 


• Spends tons of time observ- 
ing teachers in classrooms 

• Inspires teachers with his 
knowledge of curriculum 

• Provides data concerning 
the school's performance to 
both teachers and staff 


• Staff members know tliey 
must keep their feet to the 
fire 

• Accountability is prized and 
expected 

• Inspires others with under- 
standing of how students 


• Bob's businesslil'e tone is 
ever-present in the school 

• He seems to be everywhere 

• Parent coffee-hours are 
used to discuss school 
matters 
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^ common plamiing period to 
L help teachers grow 
£ • Astute allocator of budget; 
Y gets a bang oMt of every 
dollar 
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i/emonsiraies gooa leacn- 
ing by taking over class- 
rooms 

Inspires teachers with her 
loiowledge of innovations 



• ueveiopea a program im- 
provement council to spread 
ideas 

• Communicates the impor- 
tance of students and par- 
ents through involvement 



Knows all kids in the schod 
No matter what is going on, 
she always seems accessible 



Examples of Elementary Principals' Instructional Leader Behavior 



• Pushes others' ideas to in- 
B spire others 

0 • Seeks out retraining needs 
N of staff and provides re- 

N training opportunities 

1 • Uses all staff niembers to 
E teach children, including the 

custodian 



• Uses classroom visits to 
stimulate teachers to use 
different instructional meth- 
ods 

• Perceived as always getting 
people to talk about curricu- 
lum and instmction 



Carefully selected stafi for 
the school when it opened 
Uses self as a model for 
others 

Uses four other principals to 
help him develop the new 
school 



Keeps staff informed about 
latest research findings 



• Spruced up the workplace 
by getting the school 
jj painted 

^ • Staff-to-staff development 
by helping each otlier 

^ • Uses lier own time to take 
over ci^^sses to give teach- 
ers a break for their own 
development 



• Models flexible and diverse 
teaching methods 

• At ease in discussing cur- 
riculum both formally and 
infoniially 



• Lea^ls teacher support • 

• Communicates expectations 
through modeling • 

• Uses themes and symbols • 
to get across ideas • 



She is seen as a "hall 
stalker'* 

Visible before school 
Visible at social functions 
What she stands for per- 
meates the consciousness 
of both staff and students 



• Holds staff to commitments 
made when selected 

• Emphasizes developmental 
needs of kids 

• Models problem solving 

• Models self-evaluation by 
asking for feedback from 
staff 

• Often overheard giving posi- 
tive feedback 



• Greets busses every day 

• Always in classrooms 



• Communicates the value of 
staff opinions by seeking 
their input regularly on all 
major issues 

• Vision: Kids misbehave, but 
there are no bad t 'ds 

• Communicates the value of 
reading by reading to the 
studen.s 



• Nurturing tone pervades the 
school 

• Always seen around the 
school 

• Forcefully puts forth the phi- 
losophy that all kids can 
learn 
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The Clinical Supervision 
Modd and Principal 
Evaluation 



Clinical supervision is "supervision up close" (Goldhammer 1969) 
requiring the supervisor to visit the school to observe the principal in 
action, to discuss relevant issues and provide feedback, and to develop a 
plan for the principal's evaluation. We have used the model described in 
this chapter for the past nine years and believe it is manageable, motivates 
the principal, and is worthwhile for the supervisor. It demands a substantial 
time commitment from both the supervisor and the principal. However if 
the school district's priority is to support the principal as instructional 
eader the climcal supervision model is a direct way to make it happen 
(Smith and Andrews 1987). ^ 

The clinical supervision model follows Bolton's cyclical evaluation de- 
sign (1980) with three major sets of activities throughout the school year. 
These sets of activities, called "phases," guide the evaluation process: 
Phase I: Designing the evaluation plan 
Phase II: Collecting data and observing performance 
Phase III: Analysing the data and evaluating strengths 
and weaknesses of performance 

The "cli.iical" nature of this supervis()r\' model demands frequent 
f jmmunication between the supervisor and the principal. It works best 
' 'hen the relationship is collaborative and when ongoing leaniing and profes- 
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sional growth are expected outcomes for both the principal and the super- 
visor. Face-to-face communication initiates the cycle with a Phase I 
conference. 



Thi'ee components of the design include (1) consideration of the 
school year and its unique situations, (2) performance goals for the year, 
with a plan of action, and (3) agreement on data collection and measure- 
ment. Each component is important to the design phase because clinical 
supemsion depends on clear expectations from the outset. 

Consideration of the School Year 

The consideration of the school year and its unique situations is basic 
to formulating reasonable and appropriate goals for the principal. This 
activity leads the supervisor to examine collaboratively with the principal 
six variables that will affect her performance as instructional leader: (1) 
the environment of the school, (2) district goals and priorities, (3) school 
goals, (4) staff needs and interests, (5) student achievement and needs, 
and (6) suggested goals from tte previous year's evaluation. At the Phase 
I conference in August, the supervisor and principal discuss each of these 
six variables from their perspectives. 

The School Environment The environment of the school is the context 
in which the principal will lead the staff, students, and parents. What is 
happening in that environment for that particular year? Is tlie student 
enrollment growing or declining? Is new housing being developed? Is the 
zoning or student attendance pattern being altered? Will the demographic 
tnake-up of the student body be altered through different patterns of res- 
ident characteristics? What is the condition of the physical facility? Are 
there long-term capital project needs to be planned, implemented, com- 
pleted? Will the fields and recreational areas require modification? Have 
community members identified concerns that will affect the school? Cer- 
tainly the environment of the school will present problems and opportunities 
for the principal. Identifying these possibilities enhances the principal's 
ability to allocate appropriate human and financial resourc:es to meet the 
needs or ^o grasp special opportunities. This is also an opportunity for the 
supervisor io pledge support to the school through allocating district level 
resource.], if need ed. 

District Goals a Priorities. Disti ict goals and priorities, established 
'M, least biennially give direction to the principal's goal-setting process. 
What major curriculum areas has the district identified for special empha- 
sis? How is research on instructional methods being used to provide in- 
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service training for the staff? Are there budgetary constraints and reduc- 
tion targets for the district? Has the board established new policies that 
require special action at the schod level? What management team priorities 
have been established? Are student achievement outcomes a focus of dis- 
trict concern? Has district reorganization created a need to realign com- 
municatbn patterns between the principal and the central office staff? 
When the supervisor helps the principal consider district goals and priori- 
lies at Phase I, it makes possible the necessary networking and commu- 
nication with the district, yet emphasizes the uniqueness and autonomy of 
that particular school. When clear goals are established for the district and 
school, the common direction and purposes allow the school to vary its 
means of working toward them. 

School Goals, School goals affect the principal's performance goals, 
Thf; principal's leadership in connecting performance goals to those of the 
school provides a model for the school staff. What goals have been estab- 
lislied by the school's staff, students, and parents? What personc' activities 
would support, extend, and enhance the achievement of school goals? What 
inservice training and research information would give impetus to staff 
effort..? What connections with the community might strengthen the Ln- 
pact of the school? Consideration of the school as a reflection of the 
principal's leadership will benefit goal-setting by assigning priorities on 
allocation of time and other resources for the year. 

Staff Needs and Interests. Staff needs and interests may Cc^rtainly 
a^ect the principal's goals. How can the principal provide new opportunities 
for experienced staff members to extend their skills and expertise? Which 
staff members miglit require intensive direct supervision leading to per- 
formance remediation? Are new teachers to be provided guidance and 
support in their critical beginning years? Will new teacliing teams need 
some special attention? Have any teachers been reassigned to a new level 
or subject that requires them to engage in training or preparation? What 
inservice needs have been identified by the staff in the previous year? The 
principal should consider these and other staff needs and interests in order 
to provide the appropriate resources to assist staff members witn their 
continuing professional growth and development. 

Student Achievement and Needs, Student achievement and needs must 
always be a major consideration in the Phase I conference. After all, the 
whole niission of the school is to help students learn, In considering this 
variable, the principal and supervisor may review test data, new curricu- 
lums, parent concerns, staff concerns about student problems, and student 
performance associated with various factors. They may ask a variety of 
questions, such as. How are the students achieving in academic areas in 
this school? What about student attitudes and self-esteem? Are students 
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experiencing stress, as indicated by illness, drug abuse, absenteeism, 
drop-out rate? Is career information readily available? Do post-graduate 
follow-up surveys indicate areas of need? A focus on the school's mission 
is critical to the principal's and staffs effectiveness. It can guide the de- 
velopment of the principaKs goals and provide, in turn, a model for individual 
teacher goals. 

Suggested Goals fnm the Previous Yea/s Evaluation, Finally, the prin- 
cipal and supervisor review suggested goals from the previous year's 
evaluation, which were developed when assessing the principal's perfor- 
mance. The principal will continue to strengthen skills and expand expertise 
as one year builds upon another. What conferences, workshops, courses, 
or other training qpportunities would benefit the principal? What perfor- 
mance criteria will be a focus this year? Are district leadership opportun- 
ities available to expand the principal's perspective or to reinforce a sper'\\ 
interest? How can the supervisor help the principal attain new skills and 
information? This variable presents many positive avenues for genuine 
collaboration and opens the door to the supervisor and the principal working 
together as a management team. 

Performiance Goals and Action Plan 

Having considered the school environment, di'^trict and school goals 
staff needs, student achievement, and suggested performance goals from 
the previous year the princip:^! and super\'isor identify priorities for the 
coming year. It is important to focus on a manageable number of goals, 
usually from three to five. Once these areas are identified, the next steps 
include (1) developing behavioral statements of goals, (2) stating measur- 
able outcomes, (3) developing appropriate strategies, (4) identifying time 
lines, (5) scheduling school visits and determining how data mil be col- 
lected to measure achievement of goals, and (6) relating the goals to 
performance criteria. 

Goals that are formulated in behavioral terms use action verbs. They 
are easy to break out, through task analysis, to specific strategies and 
action plans. The principal and supervisor discuss the goal statements m 
terms of behavioral or directional changes that the principal intends to 
make. For example, if it is a priority to help a teac.^^^r remediate deficient 
skills, the goal stateinf^nt might be: ''Provide an intense, structured eval- 
uation plan that will result in remediating deficient skills in classroom 
management/' Or, if the target is to strengthen the staffs participation in 
decision making, a goal statement might read: 'Establish a staff advisory 
council with membership from each department.'' If the priority is for the 
principal to develop iinproved time-management techniques, the statement 
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might be: ^'Design a month-by-month plan for managing time allocated to 
instructional leadership tasks/' 

Identifying measurable outcomes for goal statements is important. 
Taking the three goal statements from the previous paragraph, the out- 
comes could be stated as follows: 

1. Provide an intense, su-uctured evaluation plan that will result in 
remediating deficient skills in classroom management. The outcome of this 
goal will be the demonstrated improvement of the teacher's classroom man- 
agement skills or the initiation of a probationary period. 

2. Establish a staff advisory council with membership from each depart- 
ment. The outcome of this goal will be a functioning, decision-making body 
with clear lines of communication, guidelines for making decisions or giving 
recommendations, and written operating procedures. 

3. Design a month-by-month plan for managing time allocated to instruc- 
tional leadership tasks. The outcome will be a written plan that blocks out 
specific periods of time to be given to activities associated with being an 
instructional resource, resource provider, communicator, and visible presence 
in the school. 

When the goals have been stated in behavioral terms with identified 
outcomes, the principal identifies appropriate strategies that will lead to 
the accomplishment of the goals. Following this activity, the principal iden- 
tifies time lines for specific tasks and activities and schedules tentative 
dates for school visits by the supervisor. The supervisor and principal also 
agree on other means of collecting data to measure goal achievement. 
What infomr^ .ion will the principal collect? A variety of sources may be 
considered, hom observations or videotaped episodes to ^'artifacts'* such 
as time records, reports, or surveys. In a collaborative ciii '.a! supervision 
model, the principal and supervisor are both responsible for gathering data, 
analyzing meaning, and assessing achievement. A useful format for record- 
ing tlie goals, strategies, time lines, and data to be collected is presented 
at the end of this section (Artifact 5.4). 

Finally, goals should be related to the criteria that will be used to 
evaluate the principal's performance at the end of the year Often, goals 
will ''fit'' more than one criterion. It is not so important to accurately 
categorize the goal under a criterion in the job description as it is to 
demonstrate that the goal reflects an aspect of the principal's performance 
that will be focused on that year. It also helps to highlight certain criteria 
in a given year, making the whole effort more manageable and attainable. 
In Washington State^ law specifies eight general criteria for administrators' 
evaluation, for wliich each school district is charged with developing spe- 
cify .; criteria. Relating the individual principal's goals to the evaluative cri- 
teria at the beginning; of the year makes an easier task at year end when 
the annual evaluation is written, 
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Artifacts 5.1, 5.2, and 5,3 are from one school district's policies and 
procedures. They are included as real-life examples of the concepts in this 
chapter Artifact 5.1 contains the district criteria to be followed in evaluating 
the administrative staff. Artifact 5.2 depicts the board policy, which estab- 
lishes administrator evaluation as a cyclical professional development pro- 
cess. Artifact 5.3 is a job description for the principal, which correlates 
with the major criteria for evaluating the principars performance. 

Artifacts 5.4 and 5.5 are two different examples of a principal's annual 
performance goals, with associated strategies, time lines, and data-collec- 
tion activities specified. These two designs are the outcome of a Phase I 
conference between the principal and supervisor. 



Phase II of the evaluation process includes the collection of data by 
the principal and the supervisor Data may be grouped under two general 
categories: artifacts and observations. 

Artifi'cts are written working documents, sucli as minutes of meet- 
ings, staff goals, action plans, survey results, niemo,s, time logs, work 
calendars, budget reports, inventories, and the like. Artifacts of the prin- 
cipal's work year can be excellent rerriinf'ers of progress and accomplish- 
ment. During Phase I of the evaluation process, the principal has made a 
commitment to collect various kinds of information to assist the supervisor 
vnth the analysis component in Phase III. It is easy to collect artifacts 
generated throughout the year if a folder is created for each goal. As 
information is generated, the principal merely puts a copy of an artifact into 
th'^ appropriate folder On the supervisor's school visits, it is productive to 
discuss cjrrent activities related to the goals and to share artifactti. The 
value of designating the kinds of information that will be collected is ob- 
vious—from the outset, the principal knows what to collect, what out- 
comes to measure, and what uses can be made of data. This simplifies 
the evaluation process and avoids the last-of-the-year pressure associated 
with a performance evaluation that happens just because it is the time of 
year to produce k. 

Observations by the supervisor are a second major method of col- 
lecting performance data. At the heart of the clinical supervision model is 
the ongoing dialogue between the supervisor and the principal. Collabo- 
ration and collegiality can be developed through this process, which fea- 
tures (1) regulaily scheduled school visits, (2) provision for feedback, and 
(3) a clinical supervision observation sequence for the principal. 



Phase II: Collecting Data and 
Observing Perfomance 
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Regularly Scheduled School Visits 

A yearly calendar for clinical supervision is established early in the 
school year. The principal and supervisor determine which instructional 
leadership process will receive attention, depeixiing on the goals estab- 
lished in Phase 1. Tentative times are set aside each month (or more 
frequently if needed) for the supervisor's visit to the school. A minimum 
of two full clinical supervision teacher observation cycles is scheduled, and 
the supervisor observes the principal performing this all-important func- 
tion. Faculty or advisory meetings may be observed, followed by feedback 
to the principal on group processes or dynaniics. Reviews of the budget 
are planned for key times during the year. 

Facilities may be surveyed as the principal and supervisor discuss 
capital project needs for the school. The principal may be observed disci- 
iriining students or conferencing with parents. He might be shadowed dur- 
ing a typical day, or the supervisor might substitute for the principal while 
he participates in a stafif development activity. In each of the observations 
m^mtioned, the supervisor benefits from knowing the principal's territory 
and from dii'ect observation of perform:wice. The principal benefits from 
knowing the supervisor's expectations, from the supervisor's role model- 
ing, and from the support of the central office for the principal's role in the 
district. Figure 5.1 depicts this concept of supervisory observatioiis of the 
principal throughout the school year. 

Provision for Feedback 

Central to this clinical supervision model is the frequent opportunity 
for providing; feedback to the principal. Formal observation and informal 
visits provide unique instances kt dialogue and discussion about specific 
skills and behaviors. Following each formal observation, the supervisor 
holds a conference with the teacher and follows that with a written sum- 
mary During each school visit, the principal and supervisor may discuss a 
number of topics that are important to each of them. Keeping a list of such 
topics in a '^communir '\tions" file helps to make the conferences worthwhile 
and productive and ensures that the administrators will take care of most 
items that are not urgent. (Of course, urgent items should be dealt with 
as they come up.) Certainly the principal needs to be kept fully infomed 
about issues if she is to participate in district-level and school decisions. 
Also, the regular conference/school-visit format is a comfortable way for 
the supervisor to individualize the supervisory process for each principal. 
Principals, like teachers and students, have differing developmental needs 
and respond differently to supervisory styles. Individuals behave differently 
in a one-to-one conference than they do in a jjroup met.ing. Questions or 




The Clinical Supervision Model and Principal Evaluation 



Figure 5.1 
Calendar of Supervisory Observations 
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concerns that may not be raised by a principal during a group meeting may 
emerge during the conference with the supervisor. The conlerence be- 
comes a nonthreatening forum for pursuing questions or concerns — or for 
discussiig innovative ideas or testing hypotheses. 

As part of the cyclical evaluation plan, a midyear conference is held 
to review the principal's progress on goals and to adjust targets or time 
lines if needed. This also gives the supervisor an opportunity to arrange 
for any district support not anticipated when the goals were formulated. 
This midyear conference is a good time to review teacher evaluation pro- 
cedures and to determine whether any probationary periods will be sched- 
uled. If such is the case, the supervisor and principal can plan together, 
designing a contractually accurate procedure and planning for needed ob- 
servations, remediation strategies, and desired outcomes. 

An Observation Sequence for the Principal 

Because improvement of instruction is the desired goal of the princi- 
pal's supervisory activities, we describe this part of the Phase II series 
in detail. The supervisor, in cooperation vAth the principal and selected 
teachers, models the clinical supervision process that is based on the 
format of (1) pre-observation conference, (2) classroom observation, (3) 
lesson analysis and plan for the teacher conference, (4) post-observation 
conference. (5) conference analysis and plan for the principal conference, 
(6) debriefing conference, and (7) professional growth objective. Figure 
5,2 shows the flow of the observation sequence. 
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Figure 5.2 
Model for Vdx cipals 

Prt;-Observation Conference 
lietween Princip;'! and leacher 



4^ 

Pre-()bser\ ation Confert»nce 
lietween Supervisor and Principal 

^^ 

Principal and Suptr^^isor Both 
Observe leaching EpibOfle 

\/ \j 

Principal Does Supervisor Does 

Lesson Analysis Lesson Analysis 

^ 1/ 

Principal Holds Debrieting 
Conference with 'leacher; 
Supervisor Observes 



si-- 



Supervisor Prepares Post-Conference 
Debrielini4 Analysis 



si/ 



Supervisor Holds Debrietiiij^ 
Conference with Principal 



Pre-Obsemition Conference. Before observing the classroom episode, 
the principal and supervisor discuss the teacher's lesson objective and 
expectations, the principal's major emphases with chis teacher, and partic- 
ulr about the lesson that w^ill be observed. The teacher may participate 
in tiiis pre-observation conference, but it should be clear that the super- 
visor is there to evaluate the principal's skills, not the teach^^r's perfor- 
mance. The teacher and principal, as a result of this pre-observation 
conference, should know what to expect from the supervisor during the 
clinical supervision sequence. Will the supervisor take notes? Interact with 
the students? Be introduced to the class? A comfort level and climate of 
trust can be established when all participants kn(>w what to expect. 

Classroo'H Obsemitmu The principal and supervisor both observe 
the teaciiing episode and record data in the manner that was discussed in 
the pre^ observation conference. Whether the format is to record verbatim 
notes, tf) use an interaction analysis sheet, to track certain types of teacher 
behaviors, or to videotape, the supervisor follows the same procedure as 



ERIC 



The Clinical Supervision Model and Principal Evaluation 



the principal. When the teaching episode is complete, the principal and 
supervisor leave the classroom together, 

Lessoii Analysis and Con/ere tee Plan. The supervisor and principal 
analyze the lesson independently, identifying strengths of the teacher's 
instructional techniques (referring to supporting evidence) and possible 
areas for improvement (again referring to supporting evidence). They each 
prepare a conference plan that specifies objectives for the conference in 
both the cognitive and affective domains. For example, cognitive objectives 
for the conference would specify what content the principal wants th 
teacher to know, understand, apply, analyze, synthesize, or evaluate A- 
fective objectives would specify what feelings the principal intends the 
teacher to have as a result of the conference, such as elation, comfort, 
concern, or anxiety Topics of discussion that relate directly to the princi- 
pal's objectives for the teacher conference are identified. These topics are 
references to specific examples from the observer's notes. Sample ques- 
tions are formulated to engage the teacher in the lesson analysis and 
discussion. The conference plan should take into account the teacher as a 
professional and should be designed to suit the supervisory style preferred 
by the principal when working with that particular teacher— directive, 
nondirective, or collaborative (Glickman 1981). Also, as noted in Chapter 
2, how the principal chooses to work with an individual teacher should take 
into consideration the teacher's general quality (for example, ''superstar," 
good, strong, weak, or novice). 

Artifact 5.6 outlines a lesson analysis and post-observaiion fDrmat, 
which includes the content presented above. Such a comprehensive analysis 
might be used with a probationary or "weak" teacher. 

The supervisor may discuss the lesson analysis and conference plan 
with the principal at this point. This particular activity can provide for 
instruction or practice and is especially helpful if the principal is inexperi- 
enced in clinical supervisory skills or wants to strengthen skills in lesson 
analysis or conference planning. If desired, the principal and supervisor 
may role-play the upcoming post-observation conference and devise spe- 
cific questions that might involve the teacher in analyzing observed data. 
The supervisor may refer back to the pre-observation conference to clarify 
the principal's objectives in working with this teacher. 

On the other hand, the supervisor may defer the discussion of the 
lesson analysis and conference plan until the entire clinical supervision 
sequence has been completed. This depends upon the goals established 
with the principal in Phase I, as well as the developmental level and desires 
of the principal. 

PosWbsermtion Conference, between Princi' ' and TeacheK Hie ()rin- 
cipal holds a standard post-observation confere co discuss the lesson 
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in terms of stated objectives, student outcomes, and teacher behaviors. 
During this conference, the supervisor records data, similar to the pro- 
cedure used while the lesson was being observed. Principal talk and 
teacher talk is recorded and special notes are taken with regard to specific 
topics being used by the principal. 

Depending on the situation, the supervisor may take part in some 
aspect of the post-observation conference. For example, near the close of 
the conference, the supervisor might ask the teacher to indicate which 
observations by the principal were most helpful, or to describe what as- 
pects of the observation conference could be strengthened. This activity 
depends, of course, on the goals and procedures agreed upon by the 
principal and supervisor. 

Conference Analysis and Plan. The supervisor reviews data irom the 
principal-teacher conierence and determines the strengths of the principal's 
conferencing techniques as well as areas for growth. Modeling the same 
process the principal followed, the supervisor formulates a conference plan 
to guide the dialogue with the principal. Important considerations include 
the following: 

1, Did the priwcipal achieve stated objectives for the post-observation 
conference? 

2, How was the teacher involved in the analysis of the lesson? Was the 
conference collaborative, directive, or nondirective? 

3, What were the outcomes of this conference — e,g,, a "negotiated 
plan" for future lessons, an "assignment" to alter specific behaviors, or a 
suggestion for the teacher to share an idea with colleagues? 

4, Was the tone of the confe\*ence positive? What specific examples 
illustrate this? What feelings were expressed tJirough verbal atid nonverbal 
communication? 

5, What questions were posed by the principal — at what cognitive level 
(e,g,, if the piincipal's objective was to engage the teacher in analysis, were 
the questions analytical in design)? 

(i. Was the conference conducted efficiently within the allocated time? 
Was the pacing adequate for the teacher to formulate thoughtful responses to 
analytical questions? 

7. How were observational data shared with the teacher? Were sum- 
maries, charts, lists available for review and analysis? 

8. Did the conference leave the teacher thinking aboi:t future applications 
of content or follow-up efforts? 

9. Did the principal follow established principles of learning for adults 
(e.g., relate theory to practice, involve the adult in his or her ov/n learning, 
fO' v concrete and specific feedback, provide clear statements, elicit the adult's 
opinions, use time efficiently, suggest further steps or opportunity to expand 
skills)? 

10. At closure^ did the principal check the teacher's perceptions of the 
major points of discussion in the conference? 
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Debriefing Conference. The supervisor and principal discuss the post- 
observation conference, following the plan. The discussion centers on ques- 
tions such as the above, wivu ::^ccific references to the supervisor's notes 
or the principal's recollections, Througliout the discussion, the supervisor 
models the same clinical supervision model that the principal has used with 
the teacher, relating examples to teaching-learning interactions betwec-^n 
the principal and the teacher Usually, a professional growth objective 
emerges from this type of analytical discussion, and a new focus lor the 
next observation may be set. 

Since the goal of the clinical supervision model is continuing growth 
in skills related to the improvement of instruction, the supervisor and 
principal identify growth objectives for themselves. Growth areas might 
relate to the analysis of instructicj, the planning and organization of the 
conference, or conferencing skills that emphasize the role of the teacher 
as a professional colleague. If the principal needs or desires further skill 
development, workshops or courses could be identified as part of the in- 
service plan for the year Artifact 5.7 is an example of a discussion guide 
for the supervisor's debriefing conference with the principal. 

Phase III: Analyzing the Data and 
Evaluating Performance 

Near the end of the school year, the supervisor and principal have a 
conference to discuss the principal's performance based upon the designed 
goals and the standard evaluation criteria. 

To prepare for this conference, the principal completes a review of 
collected data. He may be asked to complete a self-assessment similar to 
the one being prepared by the supervisor Perhaps the principal will ask 
members of the staff and parents to give their perceptions of aspects of 
her behavior Surveys such as the "School Assessment Profile" developed 
by Andrews and his colleagues at the University of Washington (see Ap- 
pends A) can provide valuable information relevant to the principal's per- 
formance evaluation and give an overall profile of the school. 

At the same time, the supervisor completes a review of data collected 
during the ye ar Conference summaries, records of telephone calls and 
conversations, memorandums, personal notes, and observed data all are 
useful reminders of the principal's major activities tor the yean 

To prepare (or the conference, the principal and supei^visor might 
complete a conference organizer like the one shown in Artifact 5,8. They 
complete the ^anizer independently and discuss the content at the con- 
ference. 
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During the; evaluallun conference, the principal and supervisor analyze 
all of the artifacts and recorded observations. They identify outstanding 
achievements and tentative goals for the coming year. As the principal and 
supervisor move thi'ough this performance review, it is natural for new 
goals to just '*fall out" from the discussion. Nothing is contrived or left to 
chance; rather, the cyclical nature of the entire evaluation design and 
process reinforces the concept of continuing learning and professional 
growth. 

Following the evaluation confei'ence, the supervisor writes the annual 
performance evaluation summary, using the evaluation criteria as an outline 
and citing specihc information from the conference. There are no sudden 
surprises in the written summary; rather, it serves as a motivator by giving 
relevant recognition for the principal's significant achievements. It is also 
a stimulus for continued efforts in targeted areas. This document is a 
model for evaluation that can be transferred by the principal to the evalu- 
ation of the teaching staff. 

A Time for Everything 

How can the supervisor find the time to provide clinical supervision 
for the principal? Clearly, it takes a serious commitment of effort and quality 
time to make the plan work. If improvement of instruction is the purpose 
of the supervision, however, tliis model focuses priority time directly on 
that goal. 

The time line of suggested supervisory activities (Artifact 5.9) is 
intended to provide a realistic model for the supervisor. We have used this 
calendar for supervising as many as 16 principals in 2 high schools, 3 middle 
schools, and 11 elenientary schools. To visit each of 16 schools for approx- 
imately one-half day per month, we blocked out 8 full days (or 64 hours) 
for school visits on the monthly work calendar When we used this calendar, 
the most workable schedule called for making the school visits on two days 
each week. In that way, it was possible to work around district meetings, 
board of director activities, conferences with parents and colleagues, and 
preparation and planning. We also supervised 10 other district administra- 
tors and 10 separate district programs and curricular areas (e.g., staff 
development, instrumental music, mathematics, computer instruction, bi- 
lingual programc). In fact, being ''out and around'' in the schools facilitated 
work in a number of these supervisory areas at once — much as the prin- 
cipal juggles several tasks simultaneously while "cruising the building.'* We 
found that getting out of the central office and into the schools made our 
jobs more interesting for us. We were better prepared, too, for questions 
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from the public or from other district administrators about the personnel 
and programs we supervised, 

In a smaller district with one high school, one middle school, and 
throe elenientary schools, we were able to implement this calendar with 
proportional dedication of time for school visits. Instead of getting in the 
way of accomplishing the superintendent's myriad duties, the school visits 
seemed to enhance the ability to provide district-level leadership. By mod- 
eling instructional leadership in this way, we emphasized in word and deed 
what was expected of the principal. We reinforced the importance of the 
district's mission— helping students tear:. We put priority time and effort 
toward improving instruction throughout the district, not only in the class- 
room but also in the hallways, on the buses, and in all the district offices. 
There is time for this clinical supervision model — if the supervisor and 
principal dedicate specific times on the work catendar to attend to the 
activities associated with it. The following artifacts show a variety of ways 
of scheduling for clinical supervision. 

In Artifact 5,9, we highlight major supervisory tasks for each month, 
'Ibpics of conferences and school visits are also indicated. 

Artifact 5,10 shows a supervisor's actual schedule for visiting 13 
schools throughout a school year In that particular year, new curriculums 
had been imptemented for writing and science. The supci visor's visits to 
writing and science classes emphasized these areas and provided support 
for change. 

Artifact 5,11 depicts a supervisor's schedule for school visits in a 
smaller school district. 

Artifact 5,12 is a memorandum that was sent by the supervisor to 
principals before the annual teacher evaluations. The memo was intended 
to provide guidance and limits for this important activity. 

Artifact 5.13 provides an analysis of a superintendent's time, similar 
to the research from Chapters 1 and 2 on the principals' time. * 



'The artifacts. bcKinninK on p. 102, fire from W.l{ Smitfi, "Artifacts from 
Suf-enntendent-Frincipal Supervisory Artifacts in tl.e Bellevue and Mercer Island, 
Wa^hington School Districts. 
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Artifacf 5.1 

District Criteria for Administrator Evaluation 
Responsibility 

The administrative organizational plan for the distdct will cJetermine the re- 
sponsibility for each administrator's evaluation. Each administr<ia)r will be evalu- 
ated on tlie basis of his or her job description with regard to established perfor- 
mance Ciiteria. 

Per foil inance Criteria 

Tlve followit^ criteiia in italics musr. be consider vJd in the evaluation of all 
admiaiBtrators as appropriate to their assignments. I^rformance indicators, listed 
nndet each a'iterioii. are examples that describe a range of administrative roles. 
Tliese indicators may be selecl/^d, altered, or supplemented to fit a particular 
administrative rote, depaj'tment, or school. Such action would be based on a dis- 
cussion of ptTforTfwnce indicators by the administrator and the evaluator during the 
Phase I conference. 

LO DEMONSTRATES LEADERSHIR ADMINISTRATION, AND MANAGE- 
MENT SKILLS FOR ASSIGNED PROGRAMS OR SCHOOLS 

LI Demonstrates effective leadership of the staff students, parents, andhr 
patrons. 

l.l.l Communicates a vision of school or department effectiveness. 

L 1,2 Establishes procedures to permit the staff, students, and patrons 
to review and formulate recommendations for sclx)ol/unir goals. 

LL3 Hudgets time to achieve balance between administrative and su- 
pervisory duties. 

1. L4 Establishes appropriate procedures for development of unit needs 
and personnel selection. 

L 1.5 Delineates responsibilities and authority, establishes lines of com- 
munication, schedules the staff efficiently, and supervises non- 
teaching personnel and student activities. 

L L6 Communicates effectively through written and verbal methods. 

LL7 Is a visible leader and maintains frequent contact with students 
and the staff. 

LL8 Fostor:^ a climate that encourages innovation, and nurtures 
needed change. 

1.L9 Implements board policies, state law, and contractual obligations 
in a consistent manner. 

I.LIO Models good instruction in staff and parent meetings. 

1.2 Demonstrates knowledge and ability to implement approved curriculum or 
frogram. 

1.2.1 Assists and encourages staff members to adju.^a their individual 
programs to accommodate individual pupils' needs and abilities. 

LiJ.2 Assists staff members in evaluating their methods and instruc- 
tional materials. 
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1.2.3 Schedules the staff in a manner most efficieni for the adopted 
programs. 

1.2.4 Assists the staff to develop meaningful goals, objectives, and 
strategies. 

1.2.5 Provides leadership in ouildirg/department implementation of pro- 
grams, ensuring that necessary resources are available to deliver 
the program. 

1.3 Knows and applies principles cf school finance. 

1.3.1 Plans fc- budget development by formulating budget requests, 
establishing a time line for delivering the budget to the next or- 
ganizational level, conducting a systematic process to involve the 
staff and ccminunity in developing budget priorities, and develop- 
ing a budget document that reflects the goals and objectives of 
the district and school/department. 

1.3.2 Requires the staff to use materials and supplies efficiently and 
economically. 

1.3.3 Maintains accurate personnel, pupil, and financial records, and 
provides information as needed. 

1.3.4 Processes financial data, handles purchase fonns and procedures 
accurately, and audits accounts regularly 

2.0 DEMONSTRATES THE ABILITY TO RECOGNIZE AND EVALUATE 
GOOD PROFESSWNAL PERFORM/VNCE OF THE STAFF 

2. 1 Acquires knowledge about staff performance through direct observation, 
discussion, and data-collection methods, 

2. 1. 1 Understands and models good supervisory and instructional meth- 
ods, involving staff members in their own evaluation plans. 

2.1.2 Demonstrates a sound understanding of effective instructional 
techniques. 

2.1.3 Identifies and recognizes each employee's contributions to the 
district. 

2. 2 Demonstrates skill in emluati^ \g the performmce of assigned staff members. 

2.2.1 Recognizes capabilities of staff members and encoura^^es their 
professional growth. 

2.2.2 Appraises staff performance objectively and fairly. 

2.2.3 Uses observations and conferences to help employees improve 
their performance. 

2.2.4 Establishes procedures for determining staff needs, expertise, 
and assignments. 

2.2.5 Designs remediation processes, where necessary, to enable staff 
members to correct defici^^ncies in their performance. 

2.2.6 Produces written staff evaluations that describe the staff mem- 
bers assignment, evaluate achievement of perform, ince goals, as- 
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sess performnnce on established criteria, and identify tentative 
goals for the following cycle. 

3.0 DEMONSTRATES AN INTEREST IN AND COMMITMENT TO STU- 
DEI>ITS, EMPLOYEES, PATRONS, AND THE EDUCAPIONAL PROGRAM 

3. 1 Provides an environmetxt of trust that is responsive to the collective needs 
of the students, staff and patrons. 

3.1.1 Demonstrates ability to adapt leadership style to tit the needs of 
the staff, students, and patrons. 

3. 1.2 Helps staff members to attain a feeling of security and satisfaction 
in their work. 

3.1.3 Demonstrates sensitivity to the feelings of others, and responds 
accordingly 

3.1.4 Reviews accuracy and considers possible effects of information 
that is provided to the public. 

3.1.5 Avoids interruptions during time set aside to meet with 
individuals. 

3.2 Promotp^ and pmrturcs a positive climate in the workplace. 

3.2.1 Furthers cooperation and teamwork among staff members. 

3.2»2 Involves the staff, students, and parents in decision-making pro- 
cesses, as appropriate. 

3.2.3 Organizes small-group and total staff meetings that are effective 
in providing guidance. 

3.2.4 Practices preventive discipline by means of open communication 
with parents, the staff, and students, based on clearly stated 
expectations. 

3.2.5 Provides for reasonable disciplinary procedures that are condu- 
cive to learning and are fairly enforced. 

3. 2. 6 Works with parent-teacher and other organizations to improve the 
service that the school renders to students and the community 

3.2.7 Provides for multidirectional communication with the staff, stu- 
dents, and community 

3.3 Provides opportunities for the staff to experience professional growth and to 
strengthen human relations. 

3.3. 1 Encourages excellence in staff performance through constructive 
suggestions. 

3.3. 2 Encourages the sta^f to be involved in staff development activities. 

3.3.3 Assists employees to f^stablish meaningful goals, objectives, and 
strategies. 

4.0 DEMONSTRATES A COMMITMENT TO PPOFKSSIONAL (iROWTH, 
AND MAKliS EFl'ORT TO IMPROVE PERKOR. lANCE 
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4. 1 Maintains an appropriate level of preparation and scholarship or advanced 
training, 

4. 1. 1 Keeps current by reading professional or trade publications. 

4. 1.2 Writes clear, concise reports and other publications. 

4.1.3 Conducts workshops and gives presentations. 

4.1.4 Initiates and designs goals and methods for self-improvement. 

4.2 Participates in professional organizations, 

4.2.1 Participates at the local, state, and national levels in appropriate 
.professional organizations. 

4.2.2 Works with others in the professional association to promote leg- 
islation to enhance the public schools. 

4.3 Participates in workshops^ seminars^ and graduate studies. 

4.3. 1 Participates in conferences, inservice sessions, workshops, and 
classvis. 

4.3.2 Continues to study in his or her discipline or field. 

Artifact 5.2 
Policy for Administrative Evaluation 

Purpose 

The purpose of administrator evaluation is the improvement of performance, 
which also strengthens instruction, student learning, and the operation of the 
district. 

Evaluation System 

The evaluation system will contribute to the achievement of individual and 
district goals, consistent with the district's educational philosophy and state law 
'iTie system will be implemented in a fair, equitable, and consiotent manner. Ad- 
ministrators will be evaluated by their supervisor. 

All administrators will receive an annual written evaluation, consistent with 
state law and district policy New employees will be evaluated within the first 90 
days of their employment. The written evaluation will become a permanent p'irt of 
the employee's personnel file. 

Evaluation is considered to be a continual process. The model for administra- 
tor evaluation will follow the cyclical model as outlined. 

Phase I; Planning for Evaluation 

The administrator and evaluator will hold a conference to develop mutually 
agreed-upon performance goals, consistent with evaluative criteria and district 
goals. Suggested strategies v;ill be identified, and methods forgathering evaluative 
data will be discussed. If othe s are to be involved in the evaluation process, they 
will be identified. Parent and teaclier ^aput will be used when applicable. 

The plan may be revised during the year by written agieement of the admin- 
istrator and the evaluator. 

If agreement cannot be readied for Phase 1, the administrator and evaluator 
will submit the matter to the evaluator s supervisor for resolution. If the eva^uutor 

O 
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is the superintendent, the assistant superintendent for instructional support will 
resolve the matter. 

Phabc TI; Collecting Information 

During ±e time period covered by the evaluation, the administrator and 
evaluator will collect infonnation related to the progress of the administrator in 
implementing the plan. The administrator and supervisor may each gather data 
from a broad base of persons affected by the administrator's professional perfor- 
mance, and they wiU use the data in a manner consistent with the evaluation plan. 

Phase III: Using Infonnation 

Periodically, the evaluator will confer with the administrator for the purpose 
of assisting the administrator to improve his or her professional performance. Such 
conferences will be confidential, with two being the minimum number— one at 
midyear and one prior to writing of the year-end performance evaluation. Evaluative 
data will be shared, and analysis and interpretation of tlie data will be discussed. 

Files 

Only three files wiD be kept for the collection of evaluation information. These 
will be kept by the administrate', the evaluator, and the personnel office. If the 
administrator offers data to the evaluator as input for the written evaluation report, 
copies will be provided in advance to the supervisor. All copies of data kept by the 
evaluator will be discussed with the administrator. Copies of all personnel reports 
will be given to the administrator being evaluated. When the administrator termi- 
nates her or his employment with the district or transfers to another position, the 
supervisor will destroy all of his or her evaluation files. Only the personnel file will 
be retained as a pemianent record. 

Performance Criteria 

Adminibtrative performance will be evaluated according to established - 'riteria. 
Sucii criteria includes performance statements dealing with recognition of good 
professional perfornjance, capabilities and development; administration and man- 
agement; finance; professional prep?irati:.n and scholarship; effort toward improve- 
ment; interest in pupils, employees, patrons, and programs; leadership; and staff 
evaluation. 



Artifact 5.3 
Job Descriptions 

Job ^)e8cripti"r ; Principal 

Tlie priiicipal as instructional leader provides admitiistradve and managerial 
leadership 'or the staff, students, and patrons. 
The pincipal is expected to: 

1. 1 .ead, administt»r, and manage the school, Consistently apply board polici'^s and 
administrative regulations, laws, c(j (tracts, and budget/financial accountability 
applicable to staff, students, and parents. Assess student needs; implement and 
evaluate educational programs. Provide for public: relations with the school 
community, and ensure communication and feedback. 
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2. Recommend employment and assignment for all staff members assigned to the 
school foUowing personnel guidelines. Supervise the staff, and evaluate individ- 
uals* performances based on criteria and standards. Make direct observations, 
and provide specific feedback to tlie staff to encourage continuing improvement 
in performance. 

3. Demonstrate commitment to students, employees, patrons, and the educational 
program. Establish an environment of trust. Promote a positive climate 
throughout the school. Provide structures and processes for school-based de- 
cision making to permit the staff, students, and parents to participate as appro- 
priate in developing and accomplishing school goals. Encourage staff develop- 
ment. Administer a cocurricular program for students based on their needs and 
interests. 

4. Maintain administrative credentials. Continue professional prep-iration and ad- 
vanced trainiiig. Hold membership in professional organizations; participate and 
teach in workshops and seminars when possible. 

5. Serve as a member of the district managen^nt team. Communicate and coop- 
erate with other administrative units to achiave diotrict goals. 

The principal reports to the superintendent and supervises the associate 
principal(i^), principal interns, certii^ed and classified staff members, and students 
assigned to that school. The principal serves on the Executive Council, the Schools 
Team, and the Instructional Program Advisory Committee. 



Job Description — Associate Principal 

The associate principal is a member of the school's leadership team, serving 
under the direction of the principal aiKi assisting with the overall leadership, admin- 
istration, and management of the scho*i Each associate principars specific areas 
of responsibility are to be delegated, described, and clearly communicated by the 
principal. The principal and associate principal will lead the school in a collaborative 
style that emphasizes teamwork and models participatory decision making. 

The associate principal is an instructional leader. In that role, she or he is 
expected to assist the principal in all five areas of responsibility: 

1. I-ead, administer, and manage the school. 

2. Recommend employment and assignment for the staff; supervise and evaluate 
the performance of staff members. 

3. Demonstrate commitment to students, employees, patrons, and the educational 
program. 

4. Maintain valid administrative credentials, and continue professional preparation 
and train! ^^Kf. 

5. Serve as a member of the district management team. 

The associate principal reports to the principal and supervises certificated and 
claSiSified staff members and students assigned to tint school. In the absence of 
the principal, authority and responsibility will be delegated to the associate prin- 
cipal. 1 he associate principal serves on the Execaitive Council and the Schools 
'leam. 
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Artifact 5.4 
Annual Performance Goals for the Principal 
1988-89 School Year 

Goal 1 : Provide an intense, structured emluation plan for to result in remediating deficient skills in classroom management. Outcome: 

demonstrated improvement of classroom-management skills or the initiation of a probation period. (This goal relates to Evaluation 
Criterion #8.) 



Sirategies 


Time Line 


Data to Collect 


1.1 Kstahlish goals nf Sppt. rnnfprpm ^ with 


Oct. 1 


Written goals and plan 


1.2 Make four foiTnal CS observations 


Feb. 1 


CS records 


1.3 Assign peer to "coach" 


Oct. 1 


Assignment 


1.4 PrnviHf* six half-dav rplejisf* timf ^ for \n nhserve 


Feb. 1 


Reports of observations 


1.5 Provide funds for to attend classroom-management class 


Oct. 1 


Use of funds 



Goal 2: Establish a staff advisory council with membership from each department Outcome: a functioning, decision-nmking body with clear 
lines of communication, guidelines for making decisions, and written operating procedures. 



Strategies 



Time Line Data to Collect 



2.1 Discuss model and expectations with the staff 

2.2 Provide for election of representatives 

2.3 Establish procedures 

2.4 Provide training in group-process skills for representatives 

2.5 Assess Advisory Council functioning effectiveness 



Sept. 15 Minutes of meeting 

Sept. 20 Roster of reps 

Oct. 10 Written procedures 

Oct. 31 Record of sessions: supervisor 

observation 

May 15 Staff survey 



Goal 3: Design a month-by-mmth plan for managing time allocated to instructional leadership tasks. Outcotne: a written plan that blocks out 
specific periods of time to be given to activities associated with being < instructional resource, resource provider, communicaton and 
visible presetice in the school. (This goal relates to Evaluation Criteria ttJ, #5). 



Strategies 


Time Line 


Data to Collect 


3.1 Determine major activities by month 

3.2 Calendar blocks of time for specific activities 

3.3 Keep record of time spent on activities; note discrepancies between "desired" 
and "actual" 


Aug. 30 
Sept, 15 
May 15 


Written plan 
Calendar 

Time log; self-assessment of 
activities 
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Artifact 5.5 
Sample Goal and Strategies 

GOAL: #1: BE HIGHLY VISIBLE AS INSTRUCTIONAL LEADERS 



Strategies 



(Area of improvement, or growth, or focus for the year) 
Evaluation of Strategies 



What specific steps, activities, actions, or leaniings will you use 
to accomplish this goal? 



What data or information will you 
collect, and how will you collect it to 
indicate that you have accomplished 
your goal? 



Supervisory 
Assistance 

What can the supervisor do 
to support your attainment of 
this goal? 



L 

2. 

3. 

4. 

5. 
*6. 



8. 
9. 




Complete two full observations, conferences, written 

summaries per assigned staff member 

Invdve superintendent and receive feedback in at least two 

observations 

Provide specific written feedback following conferences and 
on year-end evaluations 

Observe a!) staff members for short periods of time 
(informally) each month 

Note and acknowledge staff strengths orally and in writing 
Facilitate regular, ongoing, building-based professional 
devek)pment 

Provide resources, literature, and instructional ideas to the 
i;taff in conferences, staff meetings, and when requested 
Maintain high visibility in halls, classrooms, lunchroom 
Maintain active involvement "nth students in leadership 
groups and activities. 



1. Calendar indicating observations 
and conferences 

2. Copies of written summaries and 
evaluations in staff members' files 

3. Staff feedback midyear and at the 
end of the year 

4. List of building-based professional 
development activities 

5. Summary of student-oriented 
involvement and activities 

6. Feedback from team members 

7. Calendar indicating teaching 
experiences 



licates potential school goals 



1^ { i 
j.0 



Superintendent can observe 
us and provide feedback 

Superintendent and 
colleagues provide resources 
as requested for professional 
development 
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Artifact 5.6 
Lesson Analysis Worksheet 



1. 1 Based on your observation, what was/were the objective(s) of this lesson? 
(What did you see the teacher and students doing?) 

1.2 How did the teacher state or imply the objective(s) for the students? (Give 
evidence from your notes. ) 

2.1 Iteviewing your data, list three teacher behaviors that you believe were 
significant in pronK>ting student learning. Cite specific examples from your 
notes to illustrate the behaviors, and explain how students were assisted to 
learn. 

2.2 Select one of the three behaviors from 2.1 as a focus for the post- 
obsemtion conference. Give your rationale for selecting this particular 
behavior 

Behavior to reinforce: 

Rationale for selecting the behavior: 

What actual words might you use in the conference to share this 
information with the teacher? 

3. 1 List one to three teacher or student behaviors that you have questions ahou 
or that appeared to be least successful in promoting students' learning. 
These should be potential topics to enhance professional growth and self- 
evaluation for the teacher. Cite specific relevant examples from your notes, 
and state the reasons why you believe these behaviors hindered student 
learning. 

3.2 Identify one behavior from those listed in 3.1 to provide a major giowth 
objective for the post-observation conference. Give your rationale for 
choosing this behavior as a priority 

Behavior to discuss: 

Rationale for selecting this behavior: 

What actual words might you use in the conference to share this 
information with the teacher? 



4.1 Outline tlie major points you wish to address in this conference. This outline 
will provide you with a "lesson plan" and should identify critical learnings you 
have as objectives for the teacher. 

'roduction, focus of conference: 

Reinforcement objective(s): 

Growth objective(s): 

Provision for sharing information (data) with the teacher and eliciting his 
or her input in the discussion: 

Plan for "teaching^' or facilitating the teacher's analysis of the growth 
objective content: 



Plan for Post-Observation Conference 
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Reference to the teacher's perfonnance goals or ongoing growth 
objectives: 

Reference to the teacher's performance goals or ongoing growth 
objectives: 

Follow-up plans: 

Provision for closure and perception check: What is the teacher thinking 
about as she or he leaves the conference? 

4.2 What are your objectives for this conference? Note the reinforcement 
objective, the growth objective, and the affective objectives: 

Reinforcement objective{s): (indicate the level of cognition for the 
teacher) 

Growth objective(s): (indicate the level of cognition for tlie teacher) 
Affective objective(s): (indicate the affective need for the teacher) 

5.2 In your own words, how might you open this conference? Think about the 
tone you want to set and the style you want to establish (directive, 
nondirective, or collaborative). Write the actual words you will use in the 
opening remarks: 

5.3 Considering your objectives for this conference, think how you will invdve 
the teacher in tlie discussion and analysis of this lesson. For each objective 
you have identified, write two sample questions or open-ended statements 
that would promote diatogue. Be sure that your questions or statements are 
designed to fit the cognitive level and the affective tone you have indicated. 

6.1 For your major growth objective, prepare a short "lesson plan" for promoting 
the teacher's learning. How might you assist the teacher with analysis and 
synthesis? (For example, you might draw a diagram on the markerboard, ask 
the teacher to share a task analysis and tessoii plan with you, show a set of 
data rearranged from your notes, view a videotape of the lesson and stop at 
preplanned points, or use a participation chart, etc.) 

6.2 How will you know that the teacher has "heard" the major objectives of this 
conference? List some actual words you might use to have the teacher 
summarize the conference. 
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Artifact 5.7 
Conference Category Analysis Form 



Principal 



Teacher 



Supervisor 



Date 



As the conference is conducted, the supervisor will take notes to give feedback to 
the princi ' and teacher regarding these categories. 

1. Climate: How did the principal contribute to a positive climate? 

2. Objectives: Did the principal share the objective(s) for the conference with the 
teacher? At what level was the objective achieved? 

3. Questioning: Were the principal's questions designed to elicit input from the 
teacher at the cognitive level planned in the conference objective? Was the 
teacher actively involved? 

4. Commentary: Did the principal offer specific evidence to illustrate ideas or 
to give positive reinforcement? Did the principal refer to the effect on the 



5. Praise: Were strengths recognized? Did positive comments relate to specific 
results of the teacher's actions? 

6. Nonverbal: Did gestures, expressions, posture, and other nonverbal behavior 
reflect the same message as the verbal message? 

7. Balance: Was there a balance between the talking of the principal and the 
teacher? 

8. Response: Did the principal attend to the affective needs of the teacher? At 
what affective level was the tone? 

9. Closure: How did the principal ascertain the teacher's reception of the confer- 
ence? Was the teacher given an opportunity to suggest ideas or follow-up 
strategies? 

10. Comments and Suggestions: 

(Adapted from Kinds vatter and Wilen 1981) 



students? 
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Artifact 5.8 
Form for Evaluation Conference 



MEMORANDUM 

TO: 

FROM: 

SUBJECT: YEAR>END EVALUATION CONFERENCE 

Your year-end conference is scheduled for at 

in your office. I am looking forward to reviewing your ) ar's accomplishments with 
you. 

In preparation for our conference, please review the questions below and 
make notes for your own use during our conference. I will be completing the same 
preparatory activity and will be prepared to discuss my observations and augment 
them with data you deem important. 

L This has been one unique year! Considering my assignment this year, these 
factors have been significant and should be noted in my written evaluation: 



2. After reviewing the administrative data, I believe the following areas should be 
emphasized in my performance summary this year: (Please include your goals 
under the appropriate criteria.) 



3. When considering my own performance, I would like to work on some profes- 
sional development areas next year. These would be as follows: (Relate these 
to appropriate criteria.) 



4. Here are some comments about your work with me as area superintendent: 
PLEASE KEEP DOING PLEASE CHANGE OR STOV DOING 



.1 



-■■'2 
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Artifact 5.9 
Supervisor's Time Line 
August 1-June 30 



August 

Hold a retreat for iM*incipals and other administrators to focus attention on the 
annual goals of the district and to develop teamwork and coUeagueship. 

Conduct a Phase I conference with each principal to set annual performance 
goals and to design the plan for principals' evaluation. 

Establish inservice topics and a schedule of events for principals, with their 
collaboration. 

September 

Discuss with each principal the needs of staff and students in the school for 
this year. 

Visit each school, dropping in to visit classrooms. 

Establish a yearly schedule for school visits* and identify topics for principal- 
supervisor discussion during these visits. 

Participate in inservice activities that have been designed for principals. 



Finalize principals' annual performance goals, strategies, and activities. Begin 



Observe meetings of staff and parents conducted by the principal. Provide 
feedback on the group process. 

Review school staff placement and statf performance goals. Discuss any staff 
reniediation activities planned by the principal. 

Review school goals, and plan to attend some special events at the school 
during the year, 

feview enrollment projections for each school with the principal. 
Participate in inservice activities that have been designed for principals. 



Complete one clinical supervision sequence (pre-observation conference, 
classroom observation, conference, post-observation conference, debriefing) 
with each principal and a teacher. 

Review student acliievenient, discipline plans, and school climate fa( tors with 
the principal. 

Participate in inservice activities ttet have been designed for principals. 



October 



Phase IL 



November 
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December 

Visit classrooms and attend special school events. 

Review aiiy teacher probation plans by principals. 

Participate in inservice activities that have been designed for principals. 

January 

Conduct a noidyear evaluation conference with each principal to review prog- 
ress on performance goals. 

Review the principals' procedures to involve the staff, parents, ar^d students 
in decision making. 

Gather input from principals about district goals that are being emphasized at 
each school. 

Participate in inservice activities that have been designed for principals. 
February 

Complete the second clinical supervision sequence with each principal and a 
teacher. 

Involve principals in district budget development activities. 

Review program evaluations and curriculum needs at each school. 

Involve the principal in identifying facility needs and long-range planning for 
improvements at each school. 

Participate in inservice activities that have been designed for principals. 
March 

Review *he school budget with regard to allocations and expenditures; discuss 
the principal's priorities. 

Observe the principal's skills in coa ^ resolution and group processing. Give 
feedback. 

Gain the principals' input for district goals for the coming year. 
Participate in inservice activities that have been designed for principals. 

April 

Review format for the principals' written staff evaluations; discuss criteria and 
standards. 

Assist with making decisions regarding any staff probationary outcomes; 
provide legal advice for principals if non-renewal actions are plaiined. 

Discuss the principal's insights into and desires for next year's staffing needs. 



ERIC 



The Clinical bupervision Model ana rnncipai livaiuauon 



Consider data from program evaluations thai have been conducted; discuss 
action plans with tlKi principal. 

Participate in inservice activities that have been designed for principals. 



Review the principars processes and plans for developing the school budget 
for the next year. 

Publish a district report defining progress toward district goals, using input 
from administrators. 

Review evaluative survey data from the staff and community related to aspects 
of tlie principal's performance. Use *'School Profile" assessments, if available. 

Conduct a Phase III year-end performance evaluation conference with each 



Review the principals' written evaluations of the staff. 

Write the performance evaluation for each principal, using the infonnation 
discussed at the Phase III conference. 

Evaluate the principals' inservice activities, Elicit principals' ideas for inservice 
topics for the next yean 



May 



principal. 



June 
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Artifact 5.10 
Supervisor's Schedule for School Visits 



School 


Principal's 
Goal Setting 
(Tlntative) 


Informal 

Staff 
Contacts 


Principal's 

(foals 
Finalized 


Writing 
Classrm. 
Observ. 


Clin. 
Obser. 
#1 


Principal's 
Goals 
Review 


Budget 
Review 


Clinical 
Observ. 
#2 


Eval. 
Cycle 
Review 


Science 
Visit 


Goals 
Review 


C.H. Elem. 


8vl9 


10-21 


10-21 


12-4 


1-15 


1-25 


2-25 
8:00 


3-18 
10:00 


5-5 
8:00 


5-20 
10-12 


6-11 
8-10 


E.G. Elem. 


8-6 


10-9 


11-16 


11-16 


2-10 


1-21 


3-11 
8:(K) 


3-11 
8:00 


4-16 

8:00 


5-13 
8-10:00 


6-16 
8-10:00 


E. Elem. 


10-13 


9-3 


11-3 


1-21 


1-21 


2-23 


3-10 
9:00 


3-10 

10-12:00 


4-15 
8:00 


5-12 
8:00 


6-18 
8-10:00 


L.H. Elem. 


8-26 


1046 


10-28 


12-17 


2-3 


2-3 


3-19 
9:30 


3-19 
10:30 


4-22 
8:00 


5-19 
11:15 


6-17 
8-10:00 


Med. Elem. 


8.iy 


9-23 


11-5 


1-14 


2-11 


1-20 


3.9 

9:30- 

11:30 


3-18 
9:30 


4-21 
8-10:00 


5-20 
2:00 


6-16 
8-10-00 


Som. Elem. 


8-26 


12-4 


10-29 


1-8 


1-8 


2-4 


3-3 
2:00 


3-' ) 
8 iO:0 


5-6 
8:00 


5-27 
8-10:00 


6-10 
840:00 


Sun. Elem. 


8-14 


9'3() 


11-2 


12-10 


2-4 


2-4 


4-1 

10' 12:00 


4-1 

10-12:00 


4-21 
8:00 


5-14 

10 12:00 


6-4 

8-10:00 


Sun. Elem. 


9-2 


9-24 


10-16 


1M2 


1-27 


1-27 


3-4 
11:00 


3-31 
?a.m. 


4-29 
11:00 


5-26 
?a.m. 


6 '^3 
8-10:00 


Chin. M.S. 


8-27 


9-29 


12-9 


1-14 


'M7 


1-28 


3-17 
8:rM) 


3-29 
8:(K) 


3-28 
8:00 


6-2 

8-10:00 


6-24 
8-10:00 


Ring. M.S. 


8 13 


9'24 


10-15 


11-20 


1-27 


l?-27 


2-24 
8:00 


3-23 
8:(K) 


4-23' 
8:(H) 


5-21 
8' 10: 00 


6-9 

8-10:00 


TY. M.S. 


8-27 


9-30 


10-29 


10-29 


3-18 


1-29 


3-9 

7:30-9:00 


3 29 
12-2:00 


.1-15 
^M0:0() 


5-13 

9:03-9:53 


6^9 

8-10:00 


B.H.S 


8-17 


9-21 


10-19 


12-14 


3-5 


1-28 


+ CS*1 

3-h 

8-12:00 


3-25 
?a.m. 


4-16 
8-10:00 


will call 
5-5 

8-10:00 


6-2 

8-10:00 


N.H.S. 


8^28 


9-28 


10-1^ 


10*27 


2-11 


2-11 


3-4 
1:00 


.3-4 

1-4:00 


4-14 

8:00 


5-7 

8:42-9::i4 


6-3 

7:30-9:30 
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Artifact 5.11 
;Supervisor*s Time Line 

School District 

, WasLi ^on 

December 31, 

MEMORANDUM 

TO: Principals 

FROM: 

RE: School Visits — Schedule for January-May, 

I know how busy our schedules become from January on to the end of the school 
year, so I would like to schedule some important times for us to meet at your 
school to discuss topics related to supervision, administration, and evaluation, 

PLEASE NOTE THE FOLLOWING DATES AND TIMES ON YOUR CALENDAR 
AND CONFIRM WITH KAREN RIGHT AWAY Some adjustments are possible, 
of course, but I would appreciate it very much if you could accommodate the dates 
and times indicated. 



DATE 




TIME 


PRINCfPAL 


ACTIVITY 


1/15 


Th 


8-3:00 


Evans 


Observation #2; special video conf. 


1/21 


W 


9-12:00 


Mats on 


Observation and conference 


1/29 


Th 


8:30-12 


Galletti 


Observation and conference 


2/4 


W 


9-12:00 


Smith 


Observation and conference 


2/4 


W 


2:30-4 


Smith 


Advisory Council 


2/11 


W 


9-12:00 


Cameron 


Observation and conference 


2/18 


W 


9-12:00 


Matson 


Budgf.t review; goals review 


2/19 


Th 


8-12:00 


Evans 


IC Meeting; budget & goals review 




T 


12-4:00 


Galletti 


Budg. & goals rev. ; Frin. cabinet Mtg. 


3/4 


W 


9-12:00 


Smith 


Budget & goals review 


'1/4 


W 


1-3:00 


Snyder 


Observation and conference 


3/5 


Th 


8-10:00 


Matsoti 


Colleague Team Meeting 


3/12 


Th 


8-12:00 


Cameron 


CCC Mtg. ; Budget & goals review 


3/18 


W 


9-12:00 


BridKnian 


Observation and conference 


3/18 


W 


1-3:00 


Nilson 


Observation and conference 


4/8 


W 


9-12:00 


Cameron 


leacher eval.; Year-end eval. conf. 


4/15 


W 


9-12:00 


Matson 


Teacher eval. ; Year-end eval. conf. 


4/22 


W 


9-l?:00 


Evans 


leacher eval. ; Year-end eval. conf. 


4/29 


W 


9-12:00 


(Galletti 


'leacher eval.; Year-end eval. conf. 


5/13 


W 


9-12:(K) 


Smith 


'leacher eval. ; Year-end eval. conf. 
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SPECIAL NOTES TO HELP YOU PREPARE FOR OUR VISITS 
TOPIC PREPARATION, MATERIALS 

Observation, You and I will observe i teacher's lesson (please select a 

conference teacher I have not observed with you before this time)» Fol- 

lowing the lesson, I will observe your conference with the 
teacher, then debrief with yru. (Please refer to our previous 
conference memo before this observation.) 

Advisory groups I will want to watch you "involving others in the building 
decision-making procesii" and would appreciate sitting in with 
your Advisory Council, Piincipal's Cabinet, School Improve- 
ment Committee, colleague teams, or Communicating, Co- 
ordinating, and Channeling Program. 

I would like to review your process for involving the staff in 
making budget priorities. I would like to see how you monitor 
budget expenditures and plan for contingencies and/or carry- 
over funds. 

I would like to see some samples of year-end evaluations. I 
will also share my notes from reading your last year's staff 
evaluations. 

Please use the new Administrators' Evaluation Criteria (with 
agreed-upon indicators) to assess your own performance. 
Make notes of activities and accomplishments for this year. I 
will have completed the same exercise prior to our conference 
and will discuss my data with you. Pbllowing our conference, 
I will write the evaluation in a narrative form and send the 
copy for your signature. 



Artifact 5,12 

25 April 19 _ 

MEMORANDUM 

TO: SAV Area Administrators 

FROM: 

SUBJECT: End-of-year written performance summaries 

We are entering that time period when all of us will be writing the end-of-the year 
performance summary to place in each staff member's personnel tile. For the past 
three years I have read these suninwries before they ha' e gone into the personnel 
files, and I arn aware of the extensive effort that most of us put into these written 
evaluations. 

Because I feel so strongly that this activity, while difficult and time consuming, is 
so vitally important, 1 want to remind all of us about some important components 
of that written summary: 



Budget review 



Goals review 



Year-end 

evaluation 

conference 
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1. The comments should recognize the staff membci a;?>;ignment for this scFiool 
year and anv unusual environmental circumstances that have been associated 
with the assignment. 

2. Throughout the summary, direct reference by name should be made to the 
evaluation criteria in the contract. It is not necessary, of course, to speak to 
each of the eight criteria, but certainly I would exp'.ct you to devote attention 
to instructional skills and classroom management. This reference to specific 
criteria by name is a criti(^al element of ^ch staff member's evaluation, 

3, There sbouW be a "sum;.Tiative" evaluation statement about uie teacher's annual 
performance goals. Were they achieved? Ho 16 what degree? Were there 
parts that should be continued to next year? Afere there areas of outstanding 
achievement? How does each goal relate to the evaluation criteria by name? 

4, As a summary section, note tentati' 4I arear> for the next yean These should 
emerge by the examination of the ^ ,aadon criteria, the teacher's assignment 
for next year (if known), and goals accomplished this yean This is a good place 
to state again the positive aspects of the evaluation. 

For those of you who have a number of peer evaluators, I expect that you will 
identify the components above for those writing the evaluation summaries. If the 
peer evaluator docs not speak to the criteria, does not give summative evaluation 
statements about the teacher's goals, or does not refer to tentative goals tor next 
year, then you, as supervisor, need to add comments to the write-up, as described 
in the contract. 

Finally as a reminder to all of us. start early— schedule ihe writing tasks so all do 
not fall at once; make the end-of-year conference a two-way discussion so the 
written evaluation reflects the interaction at the conference. Thank you for the 
excellent and professional job! 

Review of Staff Evaluations 

Evaluator: Date 

INTRODUCTORY REMARKS: 

(years in district, position, .nique factors, tiighlights of this year, etc) 

GOALS ACCOMPLISHED/CARRIED OVER: 

(specific evidence cited, results, strategies, goals related to criteria) 



RA'l'lNGS, COMMENTS RELATED TO CRlTIiRlA: 

(specific evidence of behaviors, events, examples of performance this year) 

SIXJGESTED GOALS FOR NEXT YEAR: 
(outgrowth of review of tliis yep;'s goals, criteria) 



SUMMARY C0MMEN1\S, CLOSURE: 
(general comments related to entire evaluation) 



Artifact 5.13 
Major Activities and Time-Usage Comparisons: 
1985-86 and 1986-87 
for Superintendent 

Hours are approximations based on my calendaring events by function. Activities are reported under five major categories. 

A =85-86 First 120 days C = 86-87 First 113.5 days 

B =85-86 Next 90 days D = 86-87 Next 90 days 





A 


B 


* 


C 


D 


* 


Actual hoirs 


1,394 


1,076 


2,470 


1,196 




9 9/11 


Average workday 


11.6 


12.0 


11.8 


10.5 


11.6 


11.1 


Average hours spent per day per function: 












Office management 


3.9 


5.2 


4.5 


4.5 


3.2 


3.9 


District operations 


3.6 


3.7 


3.7 


2.4 


2.8 


2.6 


Professional growth 


2.5 


1.7 


2.1 


2.0 


3.4 


2.7 


Board business 


1.4 


1.2 


1 3 


1.4 


2.0 


1.7 


Outside contacts 


0.2 


0.2 


0.2 


0.2 


0.2 


0.2 






SUMMARY OF FUNCTIONS: TOTAL HOURS 






Office management 


464.0 


467.5 


465.75 


513.75 


287.25 


400.5 


(write, think, prepare, telephone, read, dictate, keyboard, elc.) 










District Operations 


435.0 


328.0 


381.5 


273.5 


248.5 


261.0 


Mtnps. w/indiv. admin. 


135.5 


100.0 




81.0 


53.0 




CabL^t meetings 


70.0 


26.0 




37.0 


15.5 




Finance/budget 


43.0 


54.0 




15.25 


51.0 





Staff meetings 
Student events 
PTA 

Theory E 
Cap, Proj./Constr. 
Staff conferences 
Student meetings 
Fiscal committee 
Writing column 
MIEA meetings 
Indiv, parents 
IPAC 

Student discipline 



Ci,K) 


35,0 


18.5 


27.5 


oc \ 
Zo. J 


19.0 


14.5 


12.0 


OA C 


14.0 


12.25 


12.0 




5.0 


0.0 


0.0 


17.0 


27.0 


23.75 


10.0 


14. U 


JO.O 


4.25 


4.5 


14. U 


3.0 


.5 


.5 


1 0 (\ 
l^.U 


10.0 


15.0 


8.5 


Lci.y) 




0.0 


0.0 




o.U 


6.5 


1.0 


9.5 


12.0 


5.0 


3.5 






10.5 


11.0 






29.5 


38.5 



Professional growth 

Professional nitgs. 
Admin, inservice 
Class, observ. 
Presentations 
Eval. conf. /admin. 
Clin. supv. obs. 
Principal selection 



297.5 

65.5 
62.0 
58.0 
48.0 
36.0 
28.0 



150.0 

49.0 
17.0 
9.0 
15.0 
26.0 
34.0 



223.75 



227.75 


304.5 


74,0 


108.0 


56.75 


13.5 


34,5 


3,0 


32.25t 


52. B 


8.00tt 


47.5 


22.25 


31.0 




49.0 



266.1 



CONTINUED 



*= Annualized totals (average of A and B, except for "actual hours") 
tThisfiguredoesnotincludeworkshopsgivenfor schooldistrict, 



schooldistrict, Universityof Washington 



J , r , ^v...v^v^.v...j..:.iv.v, -■'v-nwvHui.iiiici, uluvcisiiyui vydsimigiuii 

Seminar, or graduate class taught for Western Washington University, wliich were done during vacation time, weekends, or evenings. 

ttThisfigurelncludesonlythegoal-settingcoiiferences;otherhoursarecountedunder''meetingswithindividualadniinistrators"under 
"District Operations." 
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A B I C D 

Board business 169.0 108.0 138.5 163.0 186.0 174.5 

Meetirt*::, retreats 72.0 63.0 87.75ttt 84.5 

Monday letter 24.0 19.0 25.0 19.0 

Mtg. w/president 24.0 19.0 17.75 9.0 

Policy review 23.0 — 2.5 — 

Legal discussion 6.0 — — — 

Legislation 2.0 ~ 23.5 42.0 

Mtg. w/members 17.0 4.0 4.5 1.5 

EvSD board mtgs. 1.0 3.0 — — 

District goals 30.00 

Outside contacts 28.5 22.5 25.5 18.0 18.5 18.25 

City, comn ity 21.0 14.0 10.5 12.0 

Patrons (iiKiiv.) 7.5 5.5 6.0 6.5 

Foundation — 3.0 1.5 — 



tttThis figure includes preparation time as well as actual meeting time. 
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Makii\q Good Principals 
Even Better 



Clearly, our clinical supervision model provides a stnicture for cfose- 
up supervision and evaluation. Those principals who are not instructional 
leaders experience the modeling, teaching, and feedback that can help th ,m 
develop the skills necessary to change. Principals who do not have the 
ability or desir- to become instructional leaders may be counseled or 
evaluated out of the principalship. But the true value of this clinical super- 
vision model is the motivation, support, and enablement it gives to good 
principals who are trying to improve and enhance their professional skills. 
I'bllowing are some examples of this kind of supervision. 

Selected Examples 

A middle school assistant principal had been supervising a certain 
physical education teacher for 15 years. At a feedback conference with the 
superintendent, the assistant principal's discussion centered on collabora- 
tion—getting the teacher involved in analysis of the lesson and taking 
responsibility for suggesting growth objectives. The assistant principal 
reported that, during the post-observation conference with the teacher, he 
gave positive reinforcement for the teacher's skilled organization of the 
activities. But the teacher remarked, "L , I didn't think it w;is so won- 
derful. You know, I've been teaching for 15 years, and I've never observed 
another physical education teacher doing what I do, I just don't know if I'm 
that effective ... and I do get tired of doinn the same things over and 
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over." The assistant principal said that instead of arguing with the teacher, 
"the light went on " Further exploration of the teacher's remarks led the 
assistant principal to provide several opportunities for the teacher to visit 
other schools to examine new methods and approaches and to work toward 
varying his units of study and teaching methodology. The assistant princi- 
pal, through a simple feedback session with his supervisor, strengthened 
his ab'Jity to be an instructional resource to capable teachers. 

A skilled elementary principal wanted to vary her clinical supervisory 
activiti^o by inviting a teacher to be a part of the clinical supervision 
sequence with the superintendent. The principal videotaped her post- 
observation conference with the teacher, then asked him to assist the 
superintendent in giving her feedback regarding her conferencing skills and 
instructional analysis. The teacher appreciated seeing that the principal 
was being supervised through the same clinical stipervision model that she 
applied to supervising her staff — and that the principal, also, developed 
objectives for professional growth. 

One high school principal volunteered to work with the elementary 
science program. Part of his job was to give classroom demonstrations to 
help teachers implement new science lab kits. The principal taugfit a 6th 
grade physics lesson, which was videotaped. After viewing the vi'Jeotape, 
15 teachers who were enrolled in a clinical supervision course enveloped 
lesson analyses and plans for a post-observation conference. Thi principal 
and his superintendent role-played the post-observation coiuerence in front 
of the class. Then the teachers compared their own ideas with those 
presented in the role play This high school principal was willing to take 
professional risks to model the clinical supervision activities and to 
strengthen his own understanding of instruction. 

Sometimes principals work with the superintendent to provide special 
recognition for excellent, "low-profile" teachers. An elementary principal 
asked the superintendent to observe him in the classroom of a quiet, highly 
skilled 4th grade teacher as she presented a lesson on expository writing. 
Both the principal and superintendent participated in the writing exercise 
and in the i>ost-observation conference that followed. She expressed ap- 
preciation for the principars and superintendent s compliments, vWchwere 
tied directly to anecdotal records they had made while observing the class. 
She went on to make contributions to the districtwide development of 
criteria for assessing students* writing. 

Still another elementary principal collaborated with her superintendent 
to gain ins'ghts about questioning and interacting during the post- 
observation conference. She wanted to provide a stimulus for a skilled 
primary teacher to self-analyze a lesson. The superintendent structured 
the principal's feedback session to model a series of questions and data 
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analysis activities that led the principal to formulate her own conclusions. 
Foltowing the analytical part of the feedback session, the principal and 
superintendent labeled the cognitive levels of the superintendent's ques- 
tions and activities. The principal then developed a plan that allowed her 
to transfer this type of questioning and data analysis to her own post- 
observation conferences with highly skilled teachers. 

Sometimes the growth objective concerns the tone of the interaction 
between the principal and teacher. One middle school principal, skilled in 
technical aspects of lesson analysis, asked the supciintendent to observe 
for positive reinforcement and acknowledgment of skills during the post- 
observation conference. The principal developed a performance goal to 
fociis on collaboration and positive feedback to create an atmosphere of 
support and motivation for the teacher. This principal developed overall 
supervisory skills through focusing on ways to deliver "negative feedback" 
in objective and supportive ways that led to improvement of the teacher's 
skills. 

A high school principal videotaped the superintendent conducting a 
post-observation conference with a social studies teacher. She used the 
videotape in an inservice program for her department heads, who analyzed 
the post-observation conference and practiced their own conferencing 
skills. This principal worked collaboratively, teaching her staff the skills of 
clinical supervision, so that the careful observation of teaching and the 
feedback to the teacher became a norm of the culture of that high school. 

Another high school principal found it helpful to discuss with his su- 
perintendent the remediation plan for a teacher who had been placed on 
probation. That principal made numerous classroom observations each 
week and received technical support from other pr;nripals and his super- 
visor. Over the period of a year, the teacher developed skills in preparing 
lessons and in varying instructional methods that resulted in students' 
improved attitudes and learning. The superintendent provided direct sup- 
port during the development and periodic review of the remediation plan. 
She also was able to marshal legal and technical support for the principal 
to ensure the successful implementation of the plan and to provide profes- 
sional advice. 

Even students can participate in clinical supervision. A middle school 
principal arranged for the superintendent to observe her clinical supervision 
process with her assistant principal. Following the usual classroom obser- 
vation and post-observation conference conducted by the assistant, the 
principal and the superintendent gave feedback to ti.e assistant, using a 
three-way interactive approach. A student videotaped this sequence and 
offered remark? concerning the accuracy of the instructional analysis. 

Good principals can enhance others' understanding of the model by 
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giving presentations to other principals and central office administrators. 
One elementary principal participated with his superintendent in reviewing 
the supervision-evaluation model with the principals' supervisors from a 
neighboring district. The superintendent's perspective was contrasted with 
the principal's views about the value of the model. They cited specific 
illustrations of principal-superintendent interaction that had helped the prin- 
cipal to learn and grow professionally 

Another elementary principal participated in the school board's eval- 
uation of the superintendent. He and the superintendent videotaped two 
sets of clinical supervision conferences in which the principal-teacher post- 
observation conference was followed by the superintendent-principal feed- 
back session. To make things interesting, the principal and the superinten- 
dent switched roles for the second set of conferences. Ves, as the board 
could see, everyone emerged with a growth objective — the teacher, the 
principal, and the superintendent. The board, which had asked the super- 
intendent to "show" *-hem. the clinical supervision model, quickly assimilated 
the steps in a good feedback conference. The board president concluded 
the superintendent's evaluation conference by asking the superintendent to 
give a summary of the strengths and growth areas the board had identified 
in the performance review. 

Summary 

The clinical supervision model can be a dynamic force in helping 
principals improve their supervision and evaluation skills, as we've seen ii) 
the examples of principals at all levels working collaboratively with their 
superintendents. 

This is a model that nurtures positive morale, professional support, 
and collaboration as the principal develops and extends the instiii'^tional 
leadership role. It is a model that works best when used on all levels of 
supervision— when the school board supports the superintendent's efforts 
and the superintendent devotes time and energy to supervise principals 
"up close.'* 
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Appendix 



Observations of average and strong instructional leader principals sug- 
gest that they value the same things about their jobs, but strong instruc- 
tional leaders are less distracted by routine tasks a;id maintain focus on 
curriculum and instruction. Thus, the amount of time principals spend on 
the various dimensions of their job is important. 

On the pages that follbw are displays of the time distribution of the 
average principal and the strong instructional leader principal, a Zero-Based 
Job Analysis Questionnaire, and a Time-Log Sheet, These documents can 
help principals gain ^ better understanding of the aspects of their job that 
they value most, how they can use their time effectively, and in which areas 
they need to restructure their time to focus more on instructional improve- 
ment matters. 

Zero^Based Job Analysis Questionnaire 

Included in this assessment instrument are 160 tasks identified by the 
National Association of Secondary School Principals as activities that prin- 
cipals perform on a day-to-day basis in order to do the job normally assigned 
to them by their schod district. 

The questionnaire is designed to help school administrators take a 
critical look at the job of the principal and determine who should perform 
these tasks. 

Directions: Beginning on the next page is a list of tasks that represent 
many of the possible activlHes expected of schod principals. Assume that 
this is a zero-based job description — that is, you can describe the job as 
it should be performed, riot as someone else has defined it. Thus, you may 
assume all of these responsibilities or delegate some or all of them to 
others. 

Use the foltowing rating valuts in making your judgments, and mark 
A, B, or C in the column on the right labc'^^d ''Rating Values.** 
A = an activity I would keep for myself. 
B - an activity I would delegate to h vice principal or other profes- 
sional person on my staff. 
C - an activity the central ofr^ *e should take care of. 
(The numbers in parentheses on the left are explained later in the instruc- 
tions for scoring* ) 
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ZerO'Based Job Description 



Rating Values 



(1) 
(4) 
(1) 

(3) 

(7) 

(3) 

(5) 
(5) 

(1) 
(7) 

(3) 

(1) 

(6) 

(4) 

(4) 

(5) 

(6) 
(4) 
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1. Provides inservice training for teachers to increase their 

effectiveness. 

2. Supervises job performance of custodial, secretarial, or 

other support staff. 

3. Plans, develops, and implements a process for student, 

teacher, and parent involvement in determining curricu- 
lum goals and objectives. 

4. Organizes community members to lobby for support for 

programs in wrhich he/she/community have a special 
interest. 

5. Meets with various parties involved (teachers, parents, 

students, and professional people) in accordance with 
legal requirements. 

6. Communicates with the public concerning the nature and 

rationale of various school programs. 

7. Organizes a system for dealing with discipline problems. 

8. Exercises leadership r^le in developing mechanisms for 

integration of various cultural groups in the school. 

9. Assigns teachers/professional staff to classes. 

10. Establishes communication lines with other principals in 

the district. 

11. Works with booster clubs to raise money for various 

school needs or activities. 

12. Encourages and helps the faculty to develop innovative 

teaching methods. 

13. Monitors disciplinary actions involving students to ensure 

due process is followed. 

11 Reports to the district on nature and cleanliness of the 

building and its maintenance. 

15. Sets standards; communicates and monitors standards 

for orderly maintenance of school facilities. 

16. Develops staiidards, objectives, and procedures to main- 

tain counseling services. 

17. Selects and supervises safety patrols. 

18. Monitors or oversee;^ iree-lunch program to ensure that 

appropriate students receive lunches. 
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(6) 19, Coordinates with local police to ensure smooth function- 

ing of school, both during school hours and after school 
at extracurricular activities, 

(3) 20, Seeks to know the parents and to interpret the school's 

programs to them, 

(5) 21, Organizes activities and provides space for school psy- 

chologists, speech pathologists, and similar profession- 
als, 

(4) 22. Follows established district procedures for selection of 

new Hiaintenance staff members, 

(4) 23, Arranges transportation of students to extracurricular 

events, 

(3) 24. Helps the community raise money for the United Fund 

and other charitable or service organizations. 

(3) 25. Provides training for staff members to enable them to 

deal with parents and community, 

(3) 26. Responds to requests tor input or ideas on vanous com- 

munity programs and activities not directly involving the 
school. 

(6) 27, Determines, communicates, and maintains standards for 

paiticipation in student activities. 

(1) 28, Determines student interest in new courses and encour- 

ages their development, 

(5) 29, Elicits student participation in student government. 

(3) 30, Participates in various community agencies and con- 

cems — not solely academic (Kiwanis, churches. Cham- 
ber of Commerce, Lion's Club, senior citizens groups, 
etc), 

(7) 31, Monitors the racial/sexual composition of student groups 

and the compliance of the school with the provisions of 
Title IX. 

(5) 32, Coordinates programs with various agencies— employing 

students in co-ops. 

(4) 33. Ensures that approved budget monies are received. 

(2) 34, Recruits applicants for staff positions. 

(4) 35, Responds to requests for information, paperwork, annual 

reports, etc., from district. 
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(5) 36. Strives to know and understand students and considers 

requests. 

(6) 37. Approves, oversees, and works with student fundraising 

efforts/exercises. 

(5) 38. Communicates with nurses, health officials, parents, 

etc., so that students' special health problems (e.g., al- 
lergies, epilepsy) can be recognized. 

(6) 39. Reviews the number and nature of student activities 

or establishes a system to review and eliminate or add 
activities. 

(1) 40. Organizes programs to evaluate students' competencies. 

(6) 41. Selects and assigns staff to direct extracurricular 
activities. 

(4) 42. Monitors the expenditure of fuhds raised by booster 
clubs, other community gr oups, or student activities. 

(1) 43. Sets up strategies to implement activities, priorities, and 
programs set at the district level. 

(6) 44. Patrols parking lots. 

(4) 45. Maintains accessibility to students, parents, teachers, 
and other groups interested in school activities. 

(4) 46. Provides teachers with uniform procedures for keeping 

and reporting attendance. 

(1) 47. Helps st iff members set professional goals. 

(5) 48. Solicits and coordinates parent volunteers and coopera- 

tion in school committees, tutor pool, health services, 
etc. , and other school activities. 

(4) 49. Meets with and informs parents and health officials re- 

garding various school problems, including nutrition and 
immunizations. 

(1) 50. Implements and refines what is developed by central of- 

fice in the area of cumoulum. 

(2) 51. Establishes orientation for new teachers/staff. 

(7) b2. Seeks resource alternatives within and outside district if 

original proposals are not accepted. 

(2) 53. Provides feedback to teachers concerning their perfor- 
mance. 

(5) 54, Deals with confiicts that arise among teacher/student/ 

partnt/support-siaff relationships. 
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(1) 55. Monitors the staff to determine the extent to which cur 

riculum goals and objectives are being met. 

(7) 56. Writes grant proposals to seek money from district, 

county, and federal sources. 

(4) 57. Schedules work hours of support staff. 

(5) 58. Sets up procedures to deal with ill or injured students. 

(6) 59. Encourages and secures parent involvement in student 

activities as participants and chaperones. 

(3) 60. Elicits community sponsorship of school programs. 

(8) 61. Maintains current knowledge of union-management con- 

tracts in order to develop personnel policies consistent 
with their provisions. 

(6) 62. Supervises the lunchroom. 

(4) 63. Coordinates with district to procure equipment to render 

services for transportation needs. 

(4) 64. Meets with union officials as specified by union contract. 

(4) 65. Arranges to have parents called or otherwise notified 

when child is tardy or absent from school. 

(4) 66. Evaluates the job performance of custodial, secretarial, 

and other support staff members. 

(1) 67. Confers with other principals and/or district personnel to 

coordinate educational programs across schools. 

(8) 68. Surv^^ys various segments of the school to assess how 

individuals are perceived. 

(4) 69. Attempts to instill pride in school facilities and equipment 

to control vandalism. 

(2) 70. Establishes procedure to use teacher aides and to eval- 

uate ±em. 

(7) 71. Attends district budgetary meetings and provides needed 

input. 

(8) 72. Keeps informed about new techniques (i.e., in computer 

technology, human relations) and how they might affect 
various staff elemer ts, and encourages appropriate edu- 
cational effort. 

(4) 73. StiMctures a cafeteria schedule and traffic flow chart. 

(3) 74. Respond? to requests for information or \ M 3 from var- 

ious community groups, agencies, etc. 
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(4) 75. Requests and follows up requests for maintenance, re- 
pair, and equipment (people and material needed). 

(4) 76. Accounts for and monitors expenditure of school funds in 
accordance with existing laws and regulations. 

(3) 77. Oversees and contributes to newsletter for parents and 
public to keep them informed of school policies and 
activities. 

(2) 78. Provides feedback to custodial, secretarial, and other 

support staff about job performance. 

(1) 79. Defines and implements the objectives and standards for 

an effective library/media center, 

(3) 80. Conducts orientation session for parents; develops spe- 

cial programs for parents new to the school. 
(3) 81. Organizes community advisory groups consisting of par- 
ents, teachers, and administrators, and meets with them, 

(3) 82. Communicates priorities regarding resources and mate- 

rial to staff, community, and students, 

(4) 83. Coordinates with fire department and traffic personnel 

for smooth operation of school and provisions for emer- 
gencies. 

(2) 84, Solicits substitute teachers and supervises their classes, 

(3) 85, Works to convince the community to pass bond issues, 

(4) 86, Provides information to financial auditors on expenditure 

of school funds. 

(1) 87. Encourages the staff to ^earch for and implement new 

programs. 

(2) 88, Enct;urHges teachers to get certified in areas for which 

expertise is lacking. 

(6) 89. Develops and coordinates student activities (atWetics, 
debates, etc.) v^illi other schools in and out of the 
district. 

(5) 90. Finds and develops programs to reduce absenteeism, 

tardiness, and/or behavioral problems. 

(6) 91. Counsels teachers, students, and the staff on personal 

problems and refers them to appropriate groups. 

(6) 92. Meets with leaders of student organizations. 

(1) 93. Seeks the input of local employers to make vocational . 
programs sensitive to employers' needs. 
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(5) 94. Explains disciplinary code to students, parents, and the 

staff in accordance with student bill of rights. 

(6) 95. Provides for supervision at student activities. 

(6) 96. Provides resources and/or training to help the staff rec- 
ognize and deal with student behavior problems. 

(4) 97. Writes faculty handbook to describe school policies, pro- 
cedures, and attendance. 

(1) 98. Monitors and encourages individual student progress. 

(4) 99. Monitors keeping of records about students (i. e. , medical 

needs, registration, tardiness, absenteeism, etc.). 

(5) 100. Elicits staff participation in extracurricular activities. 

(3) 101. Coordinates and oversees use of school facilities by com- . 

munity groups (i.e., church, recreation, or other 
purposes). 

(2) 102. Involves the current staff in the selection of new staff . 

members. 

(3) 103. Ensures appropriate use of community agencies and re- . 

fers students with special needs. 

(1) 104. Organizes bilingual curriculum for English-as-a-second- . 
language students. 

(4) 105. Requests and pursues district or central resources for . 

maintenance and repair of school plant. 

(4) 106. Explains reasons for district-level and federal rules and _ 

regulations to staff, students, and community. 

(6) 107. Supervises or provides for supervision of bus trips to . 

special events or extracurricular activities. 

(1) 108. Reviews use of instructional materials (books, audiovi- « 
sual equipment, etc.) in the school. 

(5) 109. Produces student hanubook to explain students' rights ^ 

and responsibilities. 

(3) 110. Develops relationships with local media to ensure expo- ^ 
sure of school activities and needs. 

(1) 111. Evaluates curriculum in terms of objectives set by school « 
or district. 

(3) 112. Develops communication channels for minorities to voice ^ 
concerns. 

(5) 113. Trains and monitors students to l^eep them in line with ^ 
the prescribed traffi'^ and cafeteria flow charts. 
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(1) 114. Communicates the various roles of resource personnel 

(nurses, psychologists, curriculum experts, etc) to the 
staff and the teachers. 

(4) 115. Involves professional and custodial staff members in 
school maintenance problems that affect them. 

(2) 116. Interviews personnel to select people and/or provide in- 

put into the selection decision. 

(8) 117. Participates in professional growth activities: attends 
professional meetings, reads professional journals, takes 
classes, or attends eminars on relevant topics. 

(1) 118. Encouiages involvement of the staff in professional or- 
ganizations and supports involvement in workshops and 
classes. 

(7) 119. Serves on district-level curriculum and policy commit- 
tees. 

(4) 120. Develops procedures for efficient office routine. 

(1) 121. Provides for meetings or training sessions in which peo- 

ple can share ideas they picked up from professional 
associations. 

(2) 122. Observes teachers* classroom performance for the pur- 

pose of evaluation and/or feedback to teacher. 

(4) 123. Develops a comprehensive plan for the orderly improve- 
ment of school plant, facilities, and equipment. 

(3) 124. Provides structure for dialogue and cooperation between 

faculty and community groups. 

(3) 125. Prepares community for educational innovation. 

(4) 126. Involves staff and/or community in process to refine an- 

nual budget. 

(3) 127. Confers with parents when they visit the school. 
(6) 128. Attends various student extracurricular events. 

(4) 129. Constructs a class scheuule. 

(2) 130. Oversees the activities of the guidance counselor. 

(4) 131. Sets priorities for provisions of materials and resources 

according to financial limitations. 

(5) 132. Evaluates new students to facilitate their integration into 

the school. 

(4) 133. Ensures that fire and tornado drills are carried out and 
^ reports their conduct to appropriate authorities. 
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(4) 134. Supervises ordering, receipt, and distribution of supplies. 

(3) 135. Attends parent-teacher organization meetings and other- 
wise supports similar groups. 

(5) 136. Establishes oriental ion activities for incoming students. 
(7) 137. Confers v/ith district to determine how best to fulfill legal 

requirements of various programs. 

(3) 138. Exercises responsibility for teacher and parent meetings 

when a parent requests such a meeting. 

(4) 139. Monitors the enforcement of various health regulations 

involving immunizations, health standards in cafeteria, 
etc. 

(6) 140. Supervises the transportation of students. 

(1) 141. Meets with faculty representatives to discuss faculty 
problems. 

(3) 142. Writes and/or presents reports of school activities to 
community oups. 

(1) 143. Teaches class to serve as a model. 

(1) 144. Reviews and monitors educational programs to ensure 
that they meet various students' needs. 

(6) 145. Confers with coaches and other activity leaders to ensure 

space, time, and resource requirements for various 
activities. 

(7) 146. Coordinates testing programs required oy the state or 

otherwise requested of the school. 

(3) 147. Establishes procedures and techniques for adequate plant . 

security. 

(4) 148. Assesses physical plant and equipment needs in terms of . 

school goals and objectives. 

(6) 149. 1 rains student leaders to be more effective student lead- . 
ers. 

(1) 150. Meets with other colleagues to discuss problems, their . 

solutions, and new developmentb in education. 
(6) 151. Plans student assemblies and cultural productions. 

(1) 152. Coordinates with local vocational education groups for _ 
cooperative piograms. 

(5) 153. Meets with students to explain acaileniir: requirements . 

and availability of various programs. 

,43 .151 



Appendix 



(3) 154. Informs parents of any disciplinary action involving 
students. 

(7) 155. Defends budget needs to Board of Education or district 
personnel. 

(5) 156. Implements program to provide .'additional instruction to 
students who do not pass minimal competency tests. 

(5) 157. Resolves conflicts in class schedules; works with data 

processing and teachers to effect solutions. 

(6) 158. Authorizes and supervises field trips. 

(6) 159. Attends banquets or special events to honor outstanding 

students and/or athletes. 
(3) 160. Works with community to develop student activities. 



Scoring the Zero-Based Job Description 
Que stionnaire 

Stepl 

On the questionnaire are numbers in parentheses to the left of each task. 
Count the number of (l)s that you assigned a letter A. If you assigned 
more than one letter, such ai: A/B, A/C, or Ay'B/C, count these right along 
with those you assigned only an A. 

Step 2 

Now, turn to the Zero-Based Job Description Score Sheet on page 146. 
Listed on the SM)re sheet are eight categories that characterize the prin- 
cipal's various tasks. In column N, next to the first category ^'Educational 
Program Improvement," record the number of (l)s you counted in step 1 
above. 

Step 3 

(io back through the questionnaire and count the As you recorded next to 
tasks numbered (2), then (3), atid so on through (8). You're counting only 
tasAS labeled A— those you would keep for yourself. Record your tallies 
on the score sheet in Column N tiext to the appropriate category. 

Step 4 

Add atid record the total of the nunil)ers in Column N. if you kept all of 
the tasks for yourself, your total would be ]()(); if you delegated some of 
the tasks to others, your total will be less than 1(50. 
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Steps 

Next, calculate the percentage of tasks tha^ vou kept in each category and 
record that percentage in Column P just to the right of Column N. The 
total percentage cannot be greater than 100. 

Result/Percentage 

Total number of tasks I Number of tasks that you kept 

assigned the letter A / in that category (individual 

(Total of Column N) / number from Column N) 

For example, if you kept 100 tasks for yourself (total in Column N) and 

you assigned a letter A to 20 tasks in category (1), you would find the 

percentage as follows: 

.20 



100 J20" 



= 20% 



Record each percentage in Column R Remember, the sum of all the wn- 
bers in Column P cannot exceed 100. 

Step 6 

Now look at page 147, Major Job Dimensions of the School Principal In 
this step you will condense the eight categories into four major job dimen- 
sions: Educational Program Improvement, Community Relations, Student- 
Related Services, and Building Management and Operations. 

• Add the percentages you recorded on the score sheet in categories 
1, 2, and 8 and record that number in Column B on the job dimensions 
sheet next to "filducational Program Improvements." 

• IVansfer the percentage in category 3 to Column B next to "Com- 
munity Relations Activities." 

• Add the percentage of categories 5 and 6 and record that number 
m Column B next to "Student-Related Services and Activities." 

• Finally add the percentages of categories 4 and 7 and record that 
number in Column B next to Building Management Operations and District 
Relations. 

You have thus codiHed your ideal role as a school principal into the four 
major dimensions. The Hrst, Educational Program Improvement, has all 
those activities that you must do to improve the instructional program of 
the school. Community Relations Activities include all those tasks that ycu 
must do to link the school to parents and the community Student-Related 
Services includes all those things you must do to care for students, provide 
them with activities and counseling services, and handle discipline prob- 
lems. Building Management Operations and District Relations includes all 
those tasks that are necessary to keep the building working on a day-to- 
day basis. 

■153 



ZERO-BASED JOB DESCRIPTION SCORE SHEET 







Column P 




Column N 


Percentage of 




Task Count 


Time 


CATEGORIES 


for Self 


Commitment 



1. Educational Program Improvement (the principal's role in academic matters, inservice 
programs, program evaluation, and curriculum appraisal) 

2. Personnel Selection and Evaluation (the principal's role in the selection, improvement, 
and evaluation of certified and classified stafO 

3. Community Relations (the principaFs role in community activities, communication 
with parents, and the interpretation of the school to the community) 

4. School Management (the principal's role in use and maintenance of facilities, record 
keeping, relations with the custodial staff, school supplies, and school budget) 

5. Student Services (the principal's role in working with counselors, psychologists, 
student government, student dis( ipline, and student counseling) 

6. Supervision of Students (the principal's role in supervising halls, lunchroom, bus 
loading, playground, student activities and athletic events) 

7. District, State, and Federal Cf -ordination (the principal's role in completing district, 
state, and federal reports; attending meetings; and facilitating communication among 
these groups) 

8. Professional Preparation (the principal's role in professional organizations; reading 
professional journals; and attending workshops, classes, and other profesiiional 

"^^h activities) 1 i 

lOTAL 



% 
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_% 

100% 



iv:ajor job dimensions of the school 
principal 



Dimensions of the Principars Job 

Educational Program Improvement 
Activities (1 + 2+8) 

Community Relations Activities (3) 

Student-Related Services and Activities 
(5 + 6) 

Building Management Operations and 
District Relations (4 + 1) 



Column B 

How do you think principals 
should spend their time? 

% 



% 



.. . % 



% 
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Comparing Your Ideal Role to 
How Other Principals Actually Spend Time 



Now you have the opportunity to compare your role as school principal 
as you would like to do it with how the averi^ge principal spends the day 
doing these 160 tasks. You need to transfer tht oercentages in Column B 
on page 147 to either Figure A.l, A. 2, or A. 3, depending on whether you 
are an elementary, middle/junior high, or high school principal. Record your 
percentages in the far-right-hand column titled, "\bur Ideal Role." 

The first two columns of numbers in these figures show the percent- 
age of time that 1,000 average and strong leadc*^ principals (all levels) spend 
on various activities. The third column of numbers represents the same 
percentage of time spent by principals at tht* t'lree specific levels. You can 
compare this with how you actually spend your time. To complete the 
column "Your Time," you will need to keep a log of your activities using 
the Time A .alysis Record 3heet, on pp. 153-55, Record how you spend 
time by writiiig dov your activities and the purpose for each of these 
activities in 15-minute time segments. 

Now that you have converted all of your activities to time segments 
and transformed these time segments into percentages of time that you 
actually spend in the four larger dimensions of the principal's job, record 
these percentages in the column entitled 'Tour Actual Time" on Figure 
A.l, A. 2, or A. 3. Some interpretive information for analyzing your data is 
provided below For more detailed information, you might want to look at 
''The Role of the Illinois Principal as Instructional Leader" and ^'I^rforminj, 
the Kole/' which may bt^ obtained from the Illinois Principals Association. 

Cjuestion 1; Which group does your time most resemble— Average. 
All Strong, or Strong Leader of the same type of school as yours? 

Is yours the same as, greater than, or less than these percentages? 
If yours is most like the category of All Instructional Leaders, congratu- 
lations! Chances are you have your job under control. Keep up the good 
work. If your actual time is more like the Average Principal, you may want 
to consider developing a personal growth plan that will help you tune your 
activities to be more consonant with how strong instructional leaders spend 
their time. 

(Question 2: How does your actual time compare to the way you think 
O V(Ui ideally should spend your time? 
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If they are different, in what way? Did you spend less time than you 
think you should in educational programmatic improvement? Did you spend 
more time with students than you thought you should? If your ideal role 
looks more like the way instructional leaders spend their time, then you 
need to think about ways you can focus your discretionary time on instruc- 
tional matters, rather than routine management functions. If students are 
eating up your time, there may be some very good reasons for this; start 
looking at what kinds of student cc-'ucts use up the most of your time- 
discipline problems by any chance? If so, read the section on clinical 
supervision of teachers in Chapter 2. 
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Job Driensions 
of the Principal 

Educational 

Programmatic 

Improvement 

Community 
Relations 

Student Related 
Services and 
Activities 

Building 
Management 
Operations and 
District Relations 



Figure A,l, Elementary School Worksheet 
How You Spend Your Time Compared to Other Principals 



Percentage of Actual Time Spent by You and Three Groups 

Average Strong Leader Strong Leader- 

Principal Principal Elementary 

28 41 49 



7 

26 
39 



18 



34 



20 



23 



Your Actual Time 



Your 
Ideal Role 



Total Time Spent 



9.5 hrs 



10.75 hrs. 



10.70 hrs 



Fi4m^. A,2, Middle/Junior High School Worksheet 
How Ycu Spend Your Time Compared to Other Principals 



Percentage of Actual Time Spent Three Groups 



Job Dimensions 
of the Principal 

Educational 

Progr^/r^riatic 

Improvement 

Studeut Related 

Arlvilies 
Biildinp 

Distric Kn^-c-^tions 
Total Tiriie Spent 



Principal 



5 

35 



Strong Leader 
Principal 

41 



7 
18 

34 



Strong Leader — 
Middle/Jr High 

44 



22 



27 



Your Actual Time 



Your 
Ideal Role 



:f5 0 iir: 



10.75 hrs. 



10.80 lirs 
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Job Dimensions 
of the Principal 

Educational 

Programmatic 

Improvement 

Community 

Student Related 
Services and 
Activities 

Building 
Management 
Operations and 
District Relaiio.^s 

Ibtal Time Spent 



Figure A. 3. High School Worksheet 
How You Spend Your Time Compared to Other Principals 

Percentage of Actual Time Spent by Three Groups and You 



Average 
Principal 

25 



8 

31 
42 



Strong Leader 
Principal 

41 



7 

18 

34 



Strong Leader — 
High School 

33 



8 

21 

38 



Your Actual Time 



Your 
Ideal Role 



10.0 hrs 



10.75 hrs. 



10.80 hrs 



160 
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Time Analysis Record Sheet 

On page 154 is a Time Analysis Record Sheet to be used to take a 
sample of how you actually spend your time. Pick a typical week and log 
your activities and the puipose for them. Make a log sheet for each day of 
the week. The vSample time record on page 155 is included as a model 
Review it carefully For example, look at the time period 7:30 a,m, to 8:30 
a.m. 

Note that for each entry both the activity and the purpose are given. 
If you spend time conferring with a teacher, indicate whether it was about 
evaluation, supplies, or heat. If you have a telephone call with a parent, 
explain briefly whether it was regarding a student, a fiind raiser, or a 
teacher. Be sure to complete a record sheet for each day of the week. 

After you have kept your logs for an entire week, go back over each 
one and determine the category for each activity Read the descriptor for 
each category on the Zero-Based Job Description Score Sheet, then assign 
a 1, 2, 3, etc. for each time slot in the small column to the right of each 
15-minute time segment. 

After you .lave recorded ail of these numbers, go back and count the 
number of time slots with a 1, 2, 3, etc. (If an activity took less than 15 
minutes — say [i minutes — this would represent 1/3 of a time segment.) 
Add up the number of time segments that you have coded and record them 
u Column N on the Actual Time Summary Sheet on page 156. This sheet 
is similar to the Zero Based Job Description Scor i Sheet, and is completed 
in exactly the same manner. (Refer to page 144 for scoring instructions.) 



ERIC 



161 

153 



Appendix 



TIHE ANALY8I8 RECORD MEET 



6:30 a.m. 


2:00 




6:45 


2:15 




7:00 


2:3^^ 




7:15 


, 2:^. 




7:30 


3:00 




7:45 


3:15 




6:00 


3:30 




6:15 


3:45 




6:30 


4:00 


, _ J 


0:45 


4:15 




9:00 


4:30 




9x15 


4:45 


J — 1 


9:30 


5:00 




9:45 


5:15 




10:C0 


' 5:30 




10:15 


5:15 




10:30 


' 6:6b 




10:45 


6:15 




11:00 


6:30 




11:15 


6:45 




11:30 


7:00 




11:45 


7:15 




NOON 


7:30 




12:15 


7:45 




12:30 


6;00 




12:45 


6:15 




1:00 P.M. 


8:30 




1:15 


6:45 




1:30 


9:00 




1:45 


9:15 





1G2 
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154 



Appendix 



TIHE ANALVSZS RECORD 8HEET 



6:30 a.m. 



6:45 



2:15 ' 



7:00 



7:15 f ^ 
i£^_^Cc3C5. 

.lL^L.(aasi^ 

9:15 




noffH w/ School noCsC^ o/d 
3^15j^ 5hP%^^*^*^ 



3:30 ^>V>nc.c.c\!l fc' '?^?r2?iii*cl»rgj 

-fiLlP I-Ofcl,i25i&._ 

^- 



4:00 



— Dia:pfirJ*5^^lOa. 

Xtlj^oisioAiaCL. 



9:30 
9:45 




A^JfLL-Cfeteictua-a^QL 

JSSS^U. ^Ju^i^^JD 

12:15 



6;15 
6:"3b~ 



6:45 
7:00" 





• I— I 



ERIC 



ICR 



ACTUAL TIME SUMMARY SHEET 







Column P 




Column N 


Percentage of 




Task Count 


Time 


categorip:s 


foi 3elf 


Commitment 



5. 



1. Educational Program Improvement (the principal's role in academic matters, inservice 
programs, program evaluation, and curriculum appraisal) 

2. Personnel Selecti(. i and Evaluation (the principal's role in the selection, improvement, 
and evaluation of certified and classified staff) 

3. Community Relations (the principal's role in community activities, communication 
with parents, and the interpretation of the school to the community) 

4. School Management (the principal's role in use and maintenance of facilities, record 
keeping, relations with the custodial staff, school supplies, and school budget) 

Student Services (the principal's role in working with counselors, psychologists, 
student government, student discipline, and student counseling) 

Supervision of Students (the principal's role in supervising halls, lunchroom, bus 
loading, playground, student activities and athletic events) 

District, State, and Federal Coordination (the principal's role in completing district, 
state, and federal reports, attending meetings, and facilitating communication among 
theue groups) 

8. Professional Preparation (the principal's n)le in professional organizations, reading 

professional journals, and attending workshops, classes, and other professiomil , . 

rn^ir>"V^^ activities) 1 O i 

tRlL 

™— TOTAL 



7. 



% 



% 



ERIC 
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